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PREFACE
This dissertation is tempered by the successes,
the failures, the joys, the sorrows, the hope and the

frustration that have accompanied ten years of professional
employment in public education.

Consequently, many of the

expressions herein will appear subjective, but emotion and

compassion are desirable characteristics of those who dare
to teach.

Frankly, it appears that the absence of these

attributes has caused educators and politicians to make

decisions that are not in keeping with the best interests
of young people.

Chapter

I

views the failure of public education

with reference to activities during the past decade.

Apparently educators have been short-sighted in projecting
their goals.

They have failed to keep abreast of social

and demographic changes that would ultimately affect the

educational needs of children.

Whether through ignorance

of
or apathy, persons charged with the responsibility

adeproviding an education for America's youth have not

quately met that demand.

iii

.

Chapter II points out some of the national im-

plications for educational change.

It focusses on the

role of the federal government in determining educational

goals and the prospect of future government involvement
for improving education.

The key issue evolves around

training educational personnel, especially classroom
teachers, to meet the demands and needs of public school
pupils.

In light the current projection of a teacher-

surplus, ways must be found to improve teaching without

contributing to the teacher-surplus problem.
Chapter III illuminates the role of institutions
of higher learning in improving public education.

It

cites specifically the in-roads made by the School of

Education, the University of Massachusetts.

The main

goal of this chapter is to show that it is possible to

transcend the inherent suspicion that exists between
public education and institutions of higher education.
In fact, the two institutions need the support of one

another

Chapter IV is a bold step forward.

It dares to

criticize a city, an established institution and the
people who function in them.

But the criticism is not

simply for the sake of criticism.

The main point of

of the
this chapter is to give a detailed description

IV

establishment of a cooperative relationship between

university and a school district.

a

The purpose of the

effort was to develop alternatives to established

educational practices that would benefit children,
educators and educational institutions.
Chapter V is a summary of past practices and

policies of public schools.

One of the main objectives

is to examine new possibilities for educational renewal

in light of recent experiences in planning and imple-

menting alternative educational programs.

An attempt is

made to suggest bold new programs that will provide continuous self-renewal for all who would desire it.
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A foolish consistency is the hobgoblin
of little minds .... Else if you would
be a man speak what you think today
in words as hard as cannonballs,
and tomorrow speak what tomorrow
thinks in hard words again, though
it contradict everything you said today.

Ralph Waldo Emerson, 1803-1882
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CHAPTER

I

THE NEED FOR A RENEWAL STRATEGY

FOR URBAN SCHOOLS
For a decade or more urban schools have been

criticized as inadequate and inferior

—

cited as proof

of the failure of American education to prepare children
for productive lives.

In general, reformers focussed

their proposals on adding new programs and new personnel
to urban schools in order to bring about a fundamental

change.

New curricula, innovative structure, and new

teacher preparation programs were each lauded as a

panacea for urban schools
By 1972, such hope appeared increasingly dim.

The Elementary and Secondary Education Act (ESEA) Title
I,

funded at more than one million dollars annually,

was the largest compensatory education program ever

enacted by Congress.

But the results of projects under

this grant showed little evidence that the resources

invested made much difference in the progress of children from "disadvantaged" environments.

1

Harvey A. Averich, Stephen J. Carroll, Theodore
S. Donaldson, Herbert J. Riesling, John Pincus, How
Effective is Sc hooling (Santa Monica: Rand Communication
Department 1972)^ p. 102
1

,

2

The Ford Foundation reported a growing realiza-

tion of the incapacity of institutions of higher education
to solve major problems in public education.

Ford

Foundation's Comprehensive School Improvement Program
(CSIP
1970.

)

involved thirty million dollars between 1960 and
Sixty per cent of the funds were focussed on urban

According to its assessment, the program was

projects.

largely an attempt to change educational structure through
the "professional" approach to teacher development.

The

change in professional practice was effective only within
the classroom-oriented parameters of schools where CSIP

projects were conducted.

The limited outcome indicated

to the Ford Foundation that programs must reach beyond

the variables within schools, and reckon more directly

with outside factors such as parents' expectations, and
local, social and political pressures.

2

President Nixon's budget for 1973-74 appeared
to reflect conclusions that innovative programs did not

make an effective impact on education.

Finally, the

rapid transformation of a teacher shortage into

a

teacher

surplus even for urban areas made the rate of change

through better teacher preparation programs appear slow.
The Ford Foundation Comprehensive School Improve
(New
ment Program 1960-1970, A Foundation Goes to School 15-17
p.
Ford Foundation Office of Reports, 1970),
York:
2

3

Despite ostensible failures of most reform strategies, the criticisms about schools did not diminish.

From one side came demands to return to the

3

r's.

From

the other side came the demand for a radical deschooling
of American society

.

In the meantime most school

systems have muddled along trying to apply some innovations, especially open classrooms at the elementary
level.

Universities continue to make changes in their

teacher-preparation programs.

The realities of funding

made it likely that under black grants, revenue sharing,
or other subsidies

,

federal aid to education may diminish

but is unlikely to end.
The prognostication, however, for muddling

through public education is not high despite what has

been learned about change and program development during
the 1960's.

The lack of enthusiasm and of control

direction or consensus has dampened the likelihood of
educational change taking hold and revitalizing schools,

especially in inner-city areas.
What is needed is some vehicle to bring together
the lessons learned in local renewal projects for teachers

and administrators.

Despite overwhelming evidence against

such a notion, there are examples of success in urban

public schools.

Change in public schools can come about

4

when teachers and administrator's believe in the
of their pupils

and put into action known

strategies for on-going improvement and renewal.

The

application of respected alternatives, such as the use
of paraprofessionals in classrooms, to local variations
is prevalent where any measure of successful change has

taken place in education.
1.

Teacher-Training Programs

—

Past

Failures and Present Needs

Teacher-training programs have failed to prepare teachers adequately for today's classrooms.

The

fact that teachers need preparation that is substantially

different from what they presently receive is no longer
debatable.

Almost everyone, from the student being

trained for a teaching job, to the schoolboard members

who hire them, are dissatisfied with the current state
of teacher preparation.

3

According to Seymour Sarason, while the inadequacy
of training is more serious for teachers going into

slum schools, he has yet to meet

a

teacher in a middle-class

suburban school that considers his teacher preparation to

Charles E. Silberman, Crisis in the Classroom
Vintage Books, 1971), p. 413.
(New York:
3

.
.

5

be adequate.

Mr. Sarason goes on to say that "the con-

tent and procedure of teacher education frequently have
no demonstrable relevance to the actual teaching task."

4

Teacher educators and teacher- training institutions in
general have remained removed from or uninformed about

what life is like in the classroom.
Professional educational organizations have

played a major role in determining the nature of teacher
training.

These organizations, administrators, teachers

and teacher training institutions collaborate to influence the

market for teachers.

They use this power to create a

continuous demand for more extensively trained

necessarily more effective teachers.

but not

5

Teachers generally cite student teaching as the

most valuable part of their training.

Even the most

outspoken critics of education consider student teaching
the least dispensable activity of a teacher training program.

But student teaching may also be in

a

dismal state.

The typical complaint is about the lack of expertise on
the part of student teacher supervisors in the classrooms
to which they are assigned.

4

5

Ibid.

,

p.

445

Ibid.

,

p.

446

Students may be subjected to

.

6

conditions that confirm bad teaching habits.

The school

and the teachers where the student works will have a

decided influence on him.

6

The problems caused by inadequate teacher prepara-

tion are compounded in inner-city schools.

Many inner-city

teachers readily admit their failures and openly express

their desires to be transferred to schools outside the
inner-city.

If they stay, they often succumb to running

punitive classrooms
their pupils.

to achieve order and control over

On the opposite end of the continuum,

teachers and pupils make such minimal demands on one

another that no worthwhile class experience is expected
to take place for either.

Both techniques are detri-

mental to pupils in the classrooms, and instances of
both such approaches are prevalent in inner-city schools.
Supposedly, a major part of teacher preparation
is student-teaching experience.

Traditionally student

teachers spend a few hours per day for approximately one
half of a semester in the classroom.

In the case of

inner-city schools, this experience often helps to reinforce an already negative image of inner-city pupils and

6

Ibid

.

,

p.

451

Eleanor Burke Leacock, Teaching and Learning in
City Schools (New York: Basic Books, Inc., 1969).
7

7

7

schools.

Student teachers simply serve their time and

do what is necessary to meet the requirements of their

supervisors.

A meaningful program for student teachers

must do much more and require much more of them.

At a

minimum, survival skills for effective inner-city

teachers must include "the ability to communicate with
and about the environment from which the pupils come
and a working knowledge of the formal and informal power

structures of the particular locale ."

8

Teaching practices in public schools evolve from
teaching practices in teacher- training programs.

Such

preparation relies on truisms published in books that
have been institutionalized and perpetuated in the

American educational system.

In-service teachers in

urban schools seldom are knowledgeable of the environ-

ment outside the wall of the school building except in
a superficial and negative way.

Personnel at both the

local education agency levels and training institutions
are imbued with notions of education based. on the past,
and too often one is reluctant to change his position
to face the realities of the present.

A S. Pappanilsou and Thelbert L. Drake, "Prepairing Teachers for Multi— Ethnic/Multi— Culture Class
rooms," Journal of Research and Development in Education
4:4, Summer, 1971, p. 33.
8

.

,

.

8

The combined effect of in-service and pre-service

training, looking toward assessed needs in urban schools
and communities, has been largely by-passed as a viable

way to make meaningful change in education.

Teacher

training institutions must be a part of, not apart from,
the process and problems of training teachers for urban

schools
In the late 1960's, negative attitudes and dis-

satisfaction among teachers first surfaced as
versial issue.

a

contro-

The contention was held that teachers

of inner-city children either possessed, or were likely
to develop, negative attitudes toward their pupils in

respect to their ability to achieve.

Concurrently

negative expectations actually dampened the performance
of children, causing anxiety and reducing their motiva-

tion to learn.

9

A considerable amount of evidence has

been documented in evidence that teachers who held lower
goals for their pupils succeed in fulfilling their

expectations that certain students will perform poorly.

10

Robert J. Havinghurst and Daniel U. Levine,
Education in Metropolitan Areas (Boston: Allyn and
Bacon, 1971), p. 265.
9

°Robert Rosenthal and Lenore Jacobson, Pygmalion
Holt, Rinehart and Winston,
in the Classroom (New York:
Inc., 1968), p. 82.
1

,

9

In-service and pre-service teachers alike find
it difficult to shed their biases about the homogeniality

stereotyping inner-city residents' attitudes and behavior.
Each community

,

and each individual in the community

has a unique style of life that must be respected and

understood whenever possible.
a

Loose statements used in

generalized way to characterize any group of people,

"ghetto" residents or otherwise, will inevitably antag-

onize

someone in that group.

such as "underpriviledged,

"

Even commonly use terms,

"disadvantaged," or "cul-

turally deprived," imply a condescending or clinical

attitude towards groups of people.
One of the most urgent needs in teacher training
is to help them rid themselves of subtle prejudices that

are apt to have cumulative effect on their pupils.

How-

ever small in number, some institutions of higher learning are attempting to address the problem of giving a

different kind of training to better prepare for jobs
in inner-city schools.

One approach suggests that pros-

pective teachers should not confine their experience to
the classroom, but should have sufficient experience in

inner-city communities to overcome "stereotypes about

disadvantaged persons and simplistic expectations which

"

1

10

see disadvantaged students as incapable of learning on

the one hand and needing only love and sympathy on the

other

.

1

Several important facts have been learned from
special inner-city teacher training programs.

It is

desirable for prospective teachers to have early experience in inner-city classrooms, even before they have
had methods and theory courses.

Secondly, colleges and

universities are beginning to recognize the need for
staff that has had firsthand experience as teachers
and administrators in inner-city schools, especially

people who are sensitive to the problems of inner-city
education.

Finally, training institutions are recog-

nizing the desirability of longer student teaching
periods, lasting one to two semesters, integrating pro-

fessional courses into "real" classroom experience.
Furthermore, in-service training is essential
for the success of beginning teachers with only pre-

service experience.

Without the cooperation and support

of personnel already staffing schools, the effectiveness
of newly inducted,

^Robert
p

.

265.

S.

less experienced urban teachers

Havinghurst and Daniel

U.

Levine,

11

Id be minimized and eventually negated.

To prevent

the nullification of innovative approaches to education,
all professionals involved in inner-city schools in

particular should devote sufficient time in activities
for self-renewal.

2.

Population Shifts and Teacher
Drop-Outs in Urban Schools

Population changes have more implications for
urban educators than any other immediate problem.

The

population of non-whites under 14 years old increases
at an annual rate three times that of whites.

Ninety-

five per cent of this increase is in the inner-city

where schools are already overcrowded and pupil achievement is below accepted norms.

Recent data show that

70 per cent of all black students attend schools that

are 90 to 100 per cent black.

By 1975, a projected 80

per cent of all black students in this country's twenty

largest cities will attend schools that will have

a

12
90 to 100 per cent black pupil population.

The net results of population growth and popu-

lation shifts leave rather grim prospects for inner-city
Riles, The Urban Education Task Force
Final Report of the Task Force on Urban Education
Report:
(New
to the Department of Health Education and Welfare
148.
p.
Praeger Publishers, 1970),
York
12 Wilson C.

,

:

,

3

12

pupils.

Along with the overall tendency of the urban

population to change, large cities tend to lose teachers
as the student population increases.

Washington, D. C.

had a pupil population increase from 145,951 to
148,719,
a

gain of 1.9 per cent from 1966 to 1968.

During the

same period the teacher population decreased from 6,391
to 5,958 or 6.3 per cent.

A similar inverse fluctuation

occurred in Los Angeles, California, and Milwaukee,
Wisconsin.

Chicago, Illinois, and Philadelphia, Pennsyl-

vania, did not display the inverse teacher-pupil flux

relationship, but pupil increases advanced significantly
faster than the teacher population.

13

Recent surveys show that approximately 65 per cent
of all teachers work in metropolitan areas.
a

Along with

diversity of schools is a diversity of teachers as to

experience, age, and other characteristics important to
the profession.

For example, in Chicago (1964) teachers

of so-called high status schools had a median of 19 years

experience.

median of

1

4

Those who worked in the inner-city had a
years.

Ibid.

The tendency of teachers to leave

5

.

13

inner-city schools compounds the problem of hiring and

retaining the best teachers and other needed personnel.*
A vicious

1

*

circle exists between teacher and

pupil fluctuation, the need for the best trained teachers
in inner-city schools, and the under achievement of

inner-city pupils.

Fully accredited teachers remain

in short supply in large city school systems.

A survey

in 1968 showed that there were 108,000 teachers in the

United States with substandard teaching certificates.
Even though the figure represents only

a

relatively small

5.6 per cent of the country's total teaching force, the

bulk of these teachers worked in large urban cities.
example,

For

33.9 per cent of Chicago's teachers fall into the

substandard category Washington has 26 per cent.

Various

;

other large cities had percentages of teachers with

substandard certificates that were well above the national
average.

15

Clearly, the conclusion is that inner-city

schools get more than their share.

This is testimony to

the fact that inner-city schools are the least serviced

even by traditional standards.

14 Robert S.

p.

Havinghurst

and Daniel U. Levine,

253
1

156.

The Urban Education Task Force Report

,

pp.

155-

.

14

Teachers in large city schools have a drop-out
rate that reflects their tendency to move to less de-

manding areas.

Chicago's teacher drop-out rate is approx-

imately ten times that of the less impoverished surrounding areas.

One- third of the teachers appointed for the

borough of Manhattan, New York City, never accept their
assignments.

A study of 15 major cities revealed that

17 per cent of the teachers in central cities had only

one year of experience.

Sixty-three per cent had their

positions for five years or less.

The percentage of

teachers remaining after five years decreased radically.

Dissatisfaction with working conditions, teaching loads,
and the community surrounding the school were the main
reasons teachers gave for leaving their jobs.

16

Current poor conditions of education in the

inner-city grow worse as one problem leads to another.
The vicious cycle is not only completed but also gains

momentum.

Inner-city pupil population becomes increas-

ingly minority which often causes teachers to seek em-

ployment elsewhere.

In the process the availability

of experienced teachers is reduced significantly.

Con-

sequently both inexperienced and unqualified teachers

16

Ibid.

,

p.

158

15

are hired in an attempt to meet the widening teacher-

pupil ratio demand.

The inexperienced teachers leave

when they gain enough experience to find jobs in "better"
areas, or withdraw because of working conditions.

Un-

certified teachers or teachers in need of further
training are trapped in the inner-city schools

.

Pro-

grams designed to train, hire, support, and retain teachers
for inner-city schools are needed to help break the cycle

that causes continuous deterioration of education for

pupils in inner-city schools.

3.

The Case of Black Teachers
in Urban Schools

Black teachers and black administrators are in

extreme short supply in most urban areas.

A large

per cent of the present limited supply of black teachers
are under-employed or hold substandard teacher certificates.

They are usually employed in the most difficult

schools and are given little hope for upward mobility
or recognition for their efforts.

Newark, New Jersey;

New York, New York; and Boston, Massachusetts are out-

standing examples of cities employing a disproportionate

number of black teachers with substandard certificates
or provisional status.

These black teachers, low status

.

16

as they are, would be likely candidates for training or

or retraining programs for urban school teachers.

They

are eager to improve themselves to improve their image

and to make a greater contribution to the education of

their pupils.
Black teachers should not be expected to bear
the brunt of urban school failure; however, nor should

they be charged with the sole responsibility for urban

school improvement.

Both black and white teachers, with

and without regular appointments, need specialized training to be successful in urban schools.

Inner-city pupils

need teachers who are capable of understanding their

background and who are able to meet their educational
needs.

Providing teachers with the kind of training

that will help them to reach out to urban children is a

critical step toward educational renewal for urban
schools
The shortage of black teachers in urban schools

largely resulted from segregation rules in education

prior to 1964.

During the nineteenth and twentieth

Centuries, ethnic groups such as the Irish, German, and
Swedes, entered the teaching profession as a natural

part of joining the American culture and partaking

oj.

its

7

17

socio-economic opportunities.

Later, Jews, Poles, and

Italians came into school systems and rose to positions
of importance, especially in large city systems.

In the

meantime, black teachers worked in the segregated school

systems of the South.
In southern and border states the ratio

of black

teachers and administrators kept a fairly representative
pace with the influx of black pupils to large city
schools.

For example, Washington, D. C. had a 91 per

cent black-pupil population in 1966; 81 per cent of
the elementary teachers and 64 per cent of the secondary

teachers were black.

Kansas City, Missouri, at about

the same time, had a pupil population that was 40 per

cent black and a teacher staff with 28 per cent of its
teachers black.

Other border-state cities such as

Louisville, Kentucky, and Cincinnati, Ohio, also tended
to be somewhat balanced racially in their black-pupil/

black-teacher ratio.

17

In the northern states, the ratio of black pupils

makes considerable gain on the number of black teachers.
New York City reported less than 10 per cent black

teachers in 1968 despite a 30 per cent black pupil pop-

Boston presently has approximately

ulation.

1

p.

277.

Robert S. Havinghurst, and Daniel

6

U.

per cent

Levine,

8

18

black teachers although approximately one-third of

Boston's pupil population is black.

In both cases the

number of black administrators is negligible.

Verbally-

oriented written and oral tests have been the chief
means of limiting the employment of minority personnel,

who tend not to do as well as applicants with white,
middle-class backgrounds.
The enormous black migration from the South,

which began after World War II, continues to affect the
black-pupil/black-teacher ratio in urban schools.

The

largest influx of black people from the South took place

during the 1940's and the 1950

's;

but as late as 1968,

the average annual non-white migration from the South

was approximately 80,000 persons.

18

They are concen-

trated in the inner-city and average up to 25 per cent
of the metropolitan population nationally.

In some

inner-city school districts, the non-white population
is upwards of 80 per cent.

As indicated in Table I,

of 23 major cities in the United States, 19 have a

The

black student population of 20 per cent or more.

black-student population is upwards of 40 per cent in
10 of these cities,

and

6

of them have black students in

amounts of 60 to 75 per cent.

l

The Urban Education Task Force Report

,

p.

158.
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As the black population increases in central

cities, the white population decreases.

During the

period between 1960 and 1965, the black population
increased by 2,100,000 in central cities.

The white

population decreased by approximately 270,000.

During

the same period, the black population in the suburbs

increased by 400,000 compared to a suburban white pop-

ulation increase of 7,000,000.

19

The Spanish-speaking

According to

population is also essentially urban.
More and Mittelbach,

2

82 per cent of all Spanish-

Americans reside in an urban environment.
The absence of regularly appointed black teachers

exemplifies the inflexibility of urban school systems.

Inadequacy of teacher training and renewal programs,
inflexibility of certification requirements, and biased
hiring and promotion policies have denied minority input
into urban education.

Despite the large black population

in the inner-cities, boards of education tend to overlook

the needs and the resourcefulness of black teachers.

The inability of school systems to utilize fully the

i

u

.

s

.

News and World Report

,

March, 1967.

°juan W. Moore and Frank G Mittelbach, Residential Segregation in the Southwest in Mexican-American
University
Study Project Advance Report 4_ (Los Angeles:
of California, 1966), pp. vi-vii.
2

,

.

21

talents of all school personnel, black and white, has

made considerable contribution to the present urban
teacher crisis.
4.

Toward a Multi-Ethnic/Multi-Culture
Urban School Population

Future success in adequately educating pupils in
the public schools of large cities is dependent, to a

major extent, upon the ability of educational institutions
to produce teachers capable of performing in an expanding

multi-ethnic/multi-cultural population.

Increasing num-

bers of immigrants from various cultures are pouring into

cities across the United States.
II,

As indicated in Table

Filipinos, Chinese, Portuguese, and other groups re-

stricted by immigration laws previous to 1965 are now

entering the country in sufficient numbers to warrant
the attention of many already inadequate urban school

systems

Compounding the problem of providing education
for migrating Spanish-speaking citizens is a host of new

immigrants from a number of other countries.

The Immi

gration Act of 1965 allowed for large scale immigration
Western
from previously restricted countries outside of
Europe.

Between 1960 and 1970, one-half million non-white

—
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from these countries entered the United States, accounting
for approximately 20 per cent of the total population

growth for the decade.

21

Previous to 1965, a National Origin's quota sys-

tem was in effect.

The purpose of this rather antiquated

law was to keep the same ethnic balance in immigration

that was reflected in the 1920 population census.

As a

result of the act passed in 1965, immigrants would be

accepted on a first-come, first-served, basis.
Chinese, Filipinos

Italians,

and other nationals whose entry had

been restricted, now poured into the country in significant numbers to change the ethnic balance of this
society

2 2

The impact of the sudden increase in immigration

from previously restricted countries has created various

problems across the United States.

Chinese immigrants,

for example, reaching a peak of 16,000 in 1970, can no

longer be contained by Chinatowns like those found in San

Francisco and other large cities.

In Chicago, Spanish-

speaking and Chinese-speaking pupils alike are converging

Kovach, "Eased Laws Alter
Profile," New York Times June 14, 1971.
21 Bill

,

2 2

Ibid.

U.

S. Ethnic
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on public schools that are not prepared to cope with

their special needs.

Unskilled Filipinos and Orientals

are crowding the labor market in Hawaii, thereby forcing

wages down.

These, to be certain, are but a few of the

problems that will ultimately be faced by educators unless
they deny their responsibilities to all people of this

country

2 3
.

Non-English Speaking Migrants
Puerto Ricans, who are citizens rather than
immigrants, are faced with the same problems that immi-

grants are faced with upon their migration to the mainland of the United States.

The outstanding problems

of all newcomers to the United States center around

marketable skills and language barriers.

Solutions to

these problems are dependent upon acquiring an education
in free public schools.

The problem is as acute for

Puerto Ricans as it is for Chinese or other more recent

non-English-speaking immigrants.

Despite the fact that

Puerto Ricans represent the largest non-English-speaking
group in urban public schools in the United States,
planners of public education have been remiss in their
children.
duty to give adequate attention to Puerto Rican

2 3

Ibid.

.
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Puerto Ricans have been on the mainland of the

United States since

a

small colony gathered in New York

in the late 19th century.

A continuous migration to

the mainland began after the annexation of the island
of Puerto Rico in 1898.

From

a

population of approxi-

mately 1,500 in 1910, Puerto Ricans numbered approximately
53,000 by 1930.

The Puerto Rican population increased

steadily after World War II and reached its migration
peak in the early 1950's.

A total of 74,307 Puerto

Ricans became permanent residents in the United States
in 1953.

Economic opportunity is the main reason for

their migration.

An economic decline in the United

States caused a decline in the numbers of Puerto Rican

entrance in 1970 that continued through 1971.

24

As previously stated, an overwhelming majority

There are two

of Puerto Ricans reside in urban areas.

obvious reasons for them to make such a choice.

Gener-

ally they come from rural, poverty-laden backgrounds.

They are naturally attracted to industrialized areas and
the prospects of a better life in the cities.

Secondly,

major ports of entry are into large cities and persons
Bucchioni, Diego Castellanos, and
Francesco Cordasco Puerto Ricans in the U S Mainland
p. ix.
Roman and Littlefield, 1972)
(Totowa:
24 Eugene

.

,

,

.
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seeking that environment have little reason to search
further, especially since many enter with extremely

limited resources or means of support.
The response of public schools to the needs of

Puerto Rican youths is unjustly slow.

When these child-

ren are at the age to begin their formal schooling,

despite their good health, at least average intelligence,
and freedom from all learning disabilities, they cannot
and will not receive a decent education in most school

districts in the United States.
Jose Martinez, who migrated to the mainland 20

years ago at the age of six, stated that he was ready to
learn to read and to write in his native language but

was suddenly thrust into an environment that demanded
an exclusive use of English.

In school, he could not

communicate with his teacher because neither spoke the
This placed the student in the default

other's language.

position; he, not the teacher, was the one tagged "dis-

advantaged."

Too often, teachers are relieved of their

responsibility to teach "disadvantaged" children, and they
are not expected to be able to teach them.

Pupils under

such circumstances fall victim to the self-fulfilling
25
prophecy because it is agreed that they will not "make it."

2 5

Ibid

.

,

p

.

3
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Children who are not being taught are allowed
just to sit in class because persons in a certain age

bracket are required by law to attend school

.

Teachers

seldom, if ever, call on them or give them meaningful

work to do.

These children immerse themselves in the

passive role and actually find comfort in their retreat
from having to compete with the more "fortunate" English-

speaking children.

While some enforcement of the law

requiring children of a certain age to attend school is
observed,

ensuring that each child is provided with the

opportunity to receive an adequate education is blatantly
neglected.
As a result of the kind of treatment received in

school, many Spanish-speaking pupils begin to hate schools

and the society reflected in them.

As soon as possible

a large number drop out of school.

They are, for the

most part, functionally illiterate in both English and
Spanish.

They cannot find jobs or make useful lives for

themselves.

Out of loneliness and need for commonality,

youthful groups band together, thus fanning their flaming
hostilities that often result in unlawful acts.

28

Accountability to the New Population
Spanish-speaking Americans, and other groups in
need of curricula relevant to their background experiences, must find hope for receiving the best education

possible through emphasis on accountability from those

who propose to educate.

This responsibility must include

not only the immediate classroom teacher, but it must

reach up also through every level of instruction, supervision, and administration.

Sufficient long-range planning

should focus on changing the present syndrome that

attempts to fit all pupils into a pre-arranged mold.

Accountability means that educators can no longer
fail to seek better means and methods of educating child-

ren by labeling them "deprived" and unteachable because
of their linguistic and socio-economic backgrounds.

Educators must come to grips with the reality that many

children who have been labeled "deprived" are deprived
only to the extent of the limited instructions offered

them by educational institutions that create their own

retardates by subjecting perfectly normal pupils to

antiquated systems, methods

and materials.

Ethnocentric

philosophies that deny value in other cultures, scapegoat

rationalization of minority failures, and various other

.

.

,

29

preconceived notions about minorities are among the many
obstacles that must be dealt with if effective teacher-

training programs are to be developed and if pupils

wrongly considered unteachable are to be taught.
The New Population in Boston

,

26

Massachusetts

The Chinese population in Boston has increased
by 51 per cent since 1960 to approximately 8,000 people
in 1970

This influx brought an even greater degree of

.

crowding to the most densely populated areas in the city,

contributing considerably to the problem of Boston's
inadequate and deteriorating public-school facilities.

School-aged Chinese children are faced with the same
educational problems that face

all other non-English-

They are unable to excel in schools

speaking children.

because of the absence of teachers trained to teach them
English or trained to teach them in their own language.
(There is the question whether or not it is desirable to

deny a young child the use of his own linguistic development.)

Teenagers drop out of school at an increasing rate;

some are destined to get into the kind of trouble that
27
results from frustration and idleness.

2 6

Ibid.

,

p

.

5

Sullivan and Kathlyn Hatch, Chinese in
Boston" (Unpublished paper, Boston: Action for Boston
Community Development, Planning and Evaluation, March, 1971)
z

p

.

2

7£j-^2-]_gg
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The illiteracy rate among Boston's Chinese pop-

ulation is almost twice that of any comparable target
area in Boston.

Only 12 per cent of heads of families

have a high school education; more than 60 per cent have
less than eight years of schooling.

Half of the Chinese

enrolled in Boston's schools were foreign born as of

English as a second language was taught to about

1969.

50 per cent of them.

Some schools with large numbers of

Chinese-speaking pupils had no programs for their special
needs

2 8
.

Minorities who move into large urban areas,

whether they are migrants or immigrants, got the worst
part of a bad bargain in some less publicized situations.
Besides being discouraged in school, or being placed in
classes designed for inferior pupils, other groups are

simply excluded from school altogether.

Even though the

problem transcends cultural, racial and economic boundaries,
minority pupils are affected to a far greater extent than
non-minorities.

In Boston, Massachusetts, several thousand

children are estimated to be affected directly

2 8

Ibid

.

29

.

The Way We Go To School (A Report by the Task
Force on Children Out of School, Boston: Beacon Press,
2 9

1970)

,

p.

5.
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The majority of the pupils excluded from school
in Boston are recent residents.

Most outstanding are

those waiting to be placed in "special" classes, children

who are physically handicapped, and children who have
"aggressive" behavioral patterns.

Their cultural back-

grounds are largely Italian, Chinese, Cuban, and Puerto
Rican.

A significant number of black children whose

families migrated from the South are also excluded from
school.

Such information can be obtained only by talking

with parents.

The school system refuses to acknowledge

these conditions, much less do something about them.

30

Boston, like many other ports of entry, has received
a steady influx of new residents since the 1965 change in

immigration laws.

A large number of people entering make

their permanent homes in Boston.

Immigrants entering

through the port of Boston show the following annual trend:
TABLE III

3

YEAR

NUMBER

1965

5,026

1966

9,903

1967

12,707

1968

13,663

1969

15,477

°Ibid.

1

.
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Source:

Immigration and Naturalization records, United

States Department of Justice, Immigration and Naturali-

zation Service, Annual Reports, 1965-1969.

Table

5,

(1969:

page 39).
The Immigration and Naturalization Service re-

corded 4,187 new immigrants taking permanent residence
in Boston in 1968 of the 13,663 entering its port.

The

groups included 520 Italians, 257 Chinese and 326 Cubans.

Puerto Ricans, who are not included in immigration
statistics, constitute the largest migration influx to
Boston.

Private sources estimate 1,500 Puerto Ricans

took up residence in Boston in 1968.

Puerto Rican young-

sters also constitute the largest group presently ex-

cluded from the Boston schools.

But the ever-increasing

influx from other cultures, especially Chinese and Cuban,

will soon be added to this list because of the similarity
in the problems with which they are confronted.

31

In light of the failures in the past of urban

schools to educate its English-speaking minority populations, the prognosis for coping with recent immigrants

from other countries and cultures is discouraging.

training programs, weak in the past and misdirected

3

Ibid

.

,

p.

15

Teachers-
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in the present, will have to undergo dramatic transfor-

mation if new teachers are to function in urban classrooms.
But even with a strong preparation program,

teachers in urban areas can contemplate future shifts
in population that will change the racial and ethnic

background of students they will teach.

Consequently,

educational renewal becomes the keystone for successful

urban education

— better

training for new teachers com-

bined with retraining of teachers already in the system.

CHAPTER II

TEACHER TRAINING AND THE
NATIONAL PROSPECTIVE
Three broad issues have strong implications for

teachers and teacher- training programs from a national

prospective.

Perhaps the most urgent concern is the

projected shift from a teacher shortage to a teacher
surplus.

The second issue is concerned with a proposal

from the United States Office of Education for federal

involvement in "educational renewal," a concept for

developing teacher- training programs supported by federal funds.

The third issue is concern for how the

new roles anticipated for federal involvement in education will affect minority pupils and educators of minority
groups.

Whatever the new directions, it is essential

to guard against unwarranted withdrawal of funds needed
to support services for pupils and teachers who have

traditionally received the brunt of poor educational circumstances

.

1

.

Federal Aid to Education

Even before the adoption of the Constitution in
1789

,

the federal government participated in the support

35

of public education.

Some of the earlier involvements

of the federal government in education included the

adoption of the Ordinance of 1785 which provided reserved space in each township for the maintenance of

public schools.

The Morrill Act of 1862 engendered the

establishment of land-grant colleges, and the SmithHughes Act of 1917 provided funds for vocational education below the college level.

The federal government

continues to initiate acts that affect education.

Over

the years people who were responsible for maintaining

local school districts and planning educational exper-

iences to meet the needs of local citizenry often feared

that the federal government would eventually usurp their
authority.

The federal government has had considerable

influence on education, but the fear of government monoply over local decisions on education is yet unfounded.

During the 1950's, governmental support of education focussed on providing better school plants, abundance
of materials and supplies and the development of new

curricula.

A fair number of new buildings appeared as a

result of that effort.

Also during the decade between

supplies appeared
1950 and 1960 a variety of materials and

36

on the market in response to the knowledge that boards
of education had money to "burn" in the form of federal

aid

to education.

School committees and boards of education were
soon to discover that buildings, materials and supplies

were no panacea for problems in education.

It became

more evident to educators that greater emphasis should
be placed on the role of teachers.

No significant

improvement could be made in helping children to learn
unless teachers made skillful use of the resources

available to them.

Failure of the "materialistic"

approach to education was particularly evident in the
inner-city.

With broken windows and littered grounds,

new schools soon became monuments to the frustration of

people whose needs were not being educationally met.
Perhaps the first significant attempt by the

government to upgrade education in recent decades was
instithe enactment of the National Science Foundation

tutes of the early 1950'

s.

The institutes were followed

the Arts
by the National Defense Education Act of 1958,

Education
and Humanities Act of 1965, and the Higher
Act.

fellowship
The latter provided money for teacher

.
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programs.

The government also enacted the National

Teacher Corps, in 1965.

1

Jackson and Steinhibler reported that by 1960,
over 50 major administrative units in 22 federal depart-

ments recorded expenditures in programs which provided
funds for educational activities.

teacher training as a priority.

2

No activity addressed
By 1966, boards of

education were receiving more than two billion dollars
for public elementary and secondary schools in federal
funds, but could not provide balanced educational programs

because

of

pre-determined "ear-marking" of funds.

The problem of designating federal funds for special

1
Edgar L. Morphet, Roe L. Johns and Theodore L.
Organization and Administration
Educational
Reller,
Prentice Hall, Inc., 1967), pp. 185,
Cliffs:
(Englewood

223,

225.

Citing from the National Science Foundation-Public Law 507, 1950 to promote progress in science,
nation health prosperity and welfare, and secure the
nations defense through loans grants, fellowships and
institutes. New curricula in science and mathematics
were developed under sponsorship of the foundation.
National Defense Education Act--Public Law 85-864,
educa
authorized loans assisting public and private
1958
Originally
school.
graduate
tion from elementary through
foreign
designed to aid science, mathematics, modernand guidance,
education
guages, technical and vocational
financial aid to
the act was amended in 1964 to include
English and
instructions in history geography, civics,
reading,
for teacher
higher Education Act ._i 9 65-provided indication
an
as
education and urban extension programs,
governments rn
federal
and
state
of the interest of both
the accomplishments of schools.

—

—

2

Ibid

"

.

.
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purposes could be solved only if sufficient amounts of

general-purpose funds were made available, or special

program grants were substantially increased to cover all
major educational needs.

3

The first bill directly concerned with improving
the quality of educational personnel was the Educational

Professions Development Act (EPDA) of June 29, 1967.
This bill had as a priority the training of teachers and

administrators, especially those who assumed responsibilities in "disadvantaged" areas.

As a result of the Educa-

tional Professions Development Act, the government made
funds available for innovation that had the possibilites
for changing the direction of education through research,

planning and development.

In contrast to many previous

bills, the act also emphasized the importance of affective
4

teaching

3

Ibid

.

,

p.

227

Harry Morgan, Affective Education for Cognitive
1.
Development (New York: Methods and Media, 1971), p.
stated
A leading proponent of affective teaching
".
.Affective development includes feeling and
that:
positive selemotion, friendship, love, and a sense of
a child
To focus solely on cognitive skills in
worth.
one-sidedness by
schooling will perpetuate a dangerous
need t0 develop
they
depriving children of the attributes
with their
coping
of
ways
active, thoughtful, and creative
environment.
4

•
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Substantial Federal aid to education did not emerge

with the unanimous enthusiasm of all involved.

Fears of

federal control over local decisions became an important
issue

— especially

in relation to church,

state and segre-

Southerners and Republicans, the Congressional

gation.

"conservatives," complained that federal bureaucrats would
use funds as leverage to dictate educational policy and

Championing the cause of "bloc" grants to states

programs.

and limited federal role in education were Gerald Ford
(R.

S.

Michigan)

Smith

(D.

,

Harry F. Byrd,

(D.

Virginia) and Howard

Virginia), all of whom had anti-integration

Until 1965 no general aid to education bill

records.

passed Congress because of the efforts of men like Senator
Harry F. Byrd.

During a floor debate on

a

general aid

bill as early as 1949, Senator Byrd proclaimed:

There is not a single Federal subsidy
today which is not controlled by the
Federal government so far as the manner
and method of its expenditure is concerned.
It is impossible to give the states any
quarantee that these funds will not be
controlled by the Federal government.
When such a guarantee is written it is
not worth the paper it is printed on.
primarily
Federal aid to education was supported
by Democrats and non-southerners.

These supporters such

only the federal
as Lyndon B. Johnson concluded that

D.C.:
Federal Aid to Education (Washington,
20.
Congressional Quarterly Service, 1967), p.
5
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government could offer financial support in sufficient
amounts to insure equality of educational opportunity.

Forward-looking congressmen recognized the importance
of providing the best possible education to all who

would desire it in a technological society.

Also they

recognized the inclination of certain groups to deny

minorities an equal access to education whatever the
case.

Bloc grants gave no assurance that national prior-

ities would be implemented at the local level.

To the

contrary, they would assure conservatives and Southerners

that their segregationist policies would not be disturbed.

Furthermore, the grant-in-aid concept might falsely

assume that local agencies had adequate staff, flexibility, freedom

and imagination to properly use huge

sums of money for educational development.

Candidates for national office showed an increased
interest in education at the beginning of the 1960

s.

John F. Kennedy made federal aid to education a strong

plank in his 1960 presidential campaign platform.

Upon

in office, his
his election, and up to his untimely death

record on general aid to education was outstanding.
During his Congressional years, Lyndon

B.

Johnson, also

voted favorably in five
a strong supporter of education,

.
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of his six opportunities on categorical aid to education

bills.

After becoming President, he continued to find

ways of increasing funds to aid education.
An ex-school teacher himself, President Johnson

apparently never lost his desire to educate.

The national

advisory committees on education is outstanding among the

many official and quasi-official group he organized in
support of education.

He used many outside groups as

consultants and encouraged all groups interested in ad-

vancing the cause of education to visit and talk with his

White House staff.
John Gardner, who had chaired

a

special commission

on education, was named Secretary of Health, Education,

and Welfare by President Johnson.

Gardner was perhaps

the first person to hold the post who gave priority to

education.

evaluation.

He established an office of planning and

He was responsible for recruiting the highly

respected Harold Howe as Commissioner, and long time HEW
powerful administrator Wilbur Cohen for the position of

Under-Secretary
President Johnson continued to surround himself

with influential educators and administrators.

He was

hopeapparently succeeding in his drive to change and

involvement.
fully improve education through federal

He
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picked Douglas Cater, a Harvard educator and journalist,
to follow Congressional activities on health and education,

and to maintain communications between the White House and

Welfare.

He demanded immediate access to all activities

on education, and he often alienated liberal-minded people
by his use of "strong arm" tactics.

Yet he was able to

mobilize private citizens and public officials by providing greater expenditures for educational improvement.
Because of President Johnson's interest in various

phases of education, it became increasingly clear to the

Office of Education that teacher training was the most

neglected area of recent educational involvement.

question posed by the Coleman Commission,

One

(funded by the

Office of Education to measure qualitative variations of
public educational institutions with respect to urban
student
areas) was the relationship between the quality of

performance and the types of schools they attended.

Ac-

inequalcording to the findings of the Commission, great
South, existed
ities in American Education, both North and

along racial and ethnic lines.

It further concluded that

influence the
urban schools in general did not greatly

development of urban children.

The influence that did

background and
occur was in relationship to the training,

experience of the teachers.

As stated in the report:

.

,

.
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The quality of teachers shows a stronger
relationship to pupil achievement. Further, it is progressively greater at the
higher grades indicating a cumulative
impact of the quality of teaching in
schools on pupil achievement. 6
The Coleman Commission concluded that quality

teaching was more critical for minority than non-minority

Unfortunately only a few highly-qualified

children.

teachers will go into classes where they are needed.

Teacher Shortage to Teacher Surplus

2.

As late as 1966, a critical teacher shortage

existed around

urban areas,

(1)

(2)

a shortage of certified in rural and

a shortage of teachers for junior and

community colleges, and

(3)

a

shortage of teachers in

subject areas such as mathematics and science.

7

But

according to a report by the Bureau of Labor Statistics
the overall need for elementary school teachers is

tapering off.

A projection of needs for secondary schools,

colleges and university faculty, remains high.

8

As explained by Commissioner Arthur Ross of the

Bureau of Labor Statistics, an estimated 1.1 million

James S. Coleman, et al., Equality of Educational 22.
p.
Opportunity (Washington: U.S Printing Office, 1966),
6

on EducaUnited States Congress, House, Committee
the
of
Sub-Committee
tion and Labor, Hearing before the
Hepresentatives
Committee on Education and Labor, House of Session, 1967,
1st
H.R. 6232 and H.R. 6265, 90th Congress,
7

d

.

202
8

Ibid.

,

p.

203

0

.

.
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elementary teachers would be needed by 1975, 960,000 to
replace those leaving the profession and 155,000 to improve pupil-teacher ratios.

9

In 1966 thirty-seven states

registered a shortage of teachers for rural areas, thirtythree states needed teachers for small cities, and nineteen states had application shortages for suburban schools.

Forty states declared shortages of teachers and teacher

applicants in the "critical areas" of mathematics and
All states had application deficits in English,

science.

foreign languages, and special education.

In the support

services, all states registered a shortage of counseling

personnel

1

The existence of a teacher shortage was the main

concern of the Educational Professions Development Act
But within a year of its inception, at the

of 1967.

first House appropriation hearing for the act, the existense of a teacher shortage in the United States was

sharply questioned.

The 1968-69 report of the Bureau of

ratio
Labor Statistics indicated a favorable supply-demand

applicants.
for elementary and secondary school teacher

9

1

Ibid.

°Ibid.

,

p.

202
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The National Center for Educational Statistics published
a

report in 1970 projecting an increasing teacher surplus

from 1970 on.

(See Table IV)

Attention necessarily had to shift from the
teacher-shortage problem to the performance of in-service
teachers.

ment (BEPD)

The Bureau of Educational Professions Develop,

which had administered the Educational Pro-

fessions Development Act (EPDA) since 1968, had to redefine
the role of classroom teachers and re-evaluate the

teaching process.
EDPA was given overwhelming support by Congress
Congress had supported teacher

during its passage.

training and EDPA was funded with almost no opposition.
No difficulties were anticipated for future operations
or activities, but the apparent shift in teacher supply

from a shortage to

a

surplus caused second thoughts in

reference to the need for support for EPDA.

Since EPDA

was founded on grounds that there was a critical shortage
continuation
of adequately trained educational personnel, a
if the
of the existence of EPDA could be justified only

"critical" shortage of adequately trained educational
emphapersonnel could be redefined to the situation by
vital in respect
sizing that qualitative needs were still
In other words, re- training in-service
to teacher training.
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teachers was given as high a priority as training new
This seemed to fit at least one interpreta-

teachers.

tion of Section 501 of the EPDA, which states:

"The

purpose of this title is to improve the quality of
teaching and to meet critical shortages of adequately

trained teachers

.

1

Nevertheless, the Bureau of Educational Professions Development had to face strong opposition to its

continued existence of EPDA.

John Chaffee, Jr., public

information director of BEPD stated in the February
1969 issue of American Education:

Recent studies indicate that the teacher
shortage that has plagued American
education since World War II will cease
in the years ahead as declining birth
rates level off elementary school enrollments and as teacher training
institutions produce an ever increasing
supply of persons to assume classroom
duties 2
1

.

The National Education Association verified the

growing teacher surplus.

A survey conducted in 1969

revealed a surplus of 29,500 teachers for the 1969-70
school year.

(See Table V)

Encyclopedia of Careers and Vocational Guidance
Doubleday '& Company, 1967), pp. 353-354.
(New York:
12 John Chaffee, Jr., "First Manpower Assessment,"
American Education (February, 1969), p. H*
1
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TABLE V
Elementary

Secondary

Staff-requirements due
to increased enrollment

20,000

34,000

54,000

Teacher turnover

87,400

74,300

161,700

Total demand for new
teachers

107,400

108,300

215,700

Total supply of new
teachers

123,600

131,600

255,200

16,500

23,000

29,500

Surplus

Total

Several outstanding factors can be attributed to

what eventually resulted in a teacher surplus.

The

peak in birth rates that had caused secondary enrollment
to soar was now tapering off.

For reasons of chronology,

the elementary schools would be affected first; secondary

schools would follow.

A general demand for more formal

education caused an increase in college enrollment.

Also,

availability
more students entered colleges because of the
An overall improvement
of student loans and scholarships.
to afford college
of the economy had enabled more families
Many of
before.
training for their off-spring than ever
teaching career upon
these college students had chosen a
others turned
entering institutions of higher learning;
that teaching
to teaching probably after discovering
market for teachers
salaries had greatly improved and the

49

was not as competitive as it was for many other pro-

fessions

.

In local school districts, teachers had fought

for and won increasingly high salaries.

As the economy

began to decline in the late 1960's, school districts
reported that teachers' salaries, which constituted a

major portion of the school budget, put such

a

strain

on taxpayers that other services had to be cut back.

The inevitable result was a decision by school boards
to halt building plans, to allow classes to remain large

and grow larger, and to avoid hiring additional teachers.

Ironically, the momentum of favorable conditions

collided with a changing economy and contributed to
Better opportunities for some

further deterioration.

eventually caused unemployment for others.

But the im-

portant factor is that a problem of major concern became
School systems could not afford

evident to educators.

to ignore the need for better trained teachers.

There

of all in
was no surplus of qualified teachers, least

inner-city schools.
3.

1971.

•

.Federal Emphasis on

Educational Renewal
for training
By the middle of 1971 programs
But news from
losing ground.

teachers were obviously

3

3

.
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the Department of Health, Education and Welfare, November
29,

1971, brought new hope.

A memorandum from Don Davies,

Deputy Commissioner of Development, alerted his associates

about their scheduled conference to discuss

strategy in the Office of Education.
conference was to

(b)

staff input

The purpose of the

discuss and clarify questions,

identify available resources,

implementation, and

renewal

set forth basic assumptions of

(a)

the renewal strategy,
(c)

a

(e)

(d)

suggest steps in

develop procedures for continuous

1

The next important step in educational renewal
took place the following month.
of Education,

In December the Office

in collaboration with state education

agencies, began plans for renewing education in the ele-

mentary and secondary schools.

A major goal of the re-

newal strategy, as it was called, was to institute

a

process of educational change and decision-making that

would become self-sustaining.

This was to be accomplished

Office of Educaby concentrating the resources of certain

designated as
tion discretionary programs in communities

Don Davies, DCD Renewal Strategy (xeroxed
Education,
memorandum, Washington: Department of Health,
and Welfare, November 29, 1971), p. 1.
1

,

45
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"target" areas.

Through this process, and the establish-

ment of education renewal sites, or

a

network of educa-

tional extension agencies, the installation and maintenance
of promising educational practices would be facilitated.

14

Current Office of Education scattered programs

would be packaged to respond to the needs of school systems
as defined by those systems.

The package would be used

for specific schools and committed to meet the needs of

the schools by reallocating Title

Secondary Education Act (ESEA)

,

I,

Elementary and

funds.

A phased with-

drawal of Office of Education project-grant support,
under terms agreeable to the local school district, would
be implemented as return and improvement became institu-

tionalized.

1

5

The Career Opportunity Program has been one of
the most successful Office of Education projects.

Per-

sonnel at the Office of Education gained broad-based

information on process and procedures which effectively
districts.
generated cooperation of personnel in local school

and
0f f ice of Education Priorities for 1972
Washington:
paper,
1973. The Educational St rategy (xeroxed
1972), p. 3.
U.S. Office of Education, February 9,
1

(xeroxed
National Education Renewal Centers
24,
U.S. Office of Education, August
paper, Washington:
1

1967)

,

p.

2.

.
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The Career Opportunities Program involved a cadre of

people in approximately 160 locations who were attuned
to the concept of educational renewal.

Also, within

other branches of the Bureau of Educational Professions

Development important work has been done to explore
ways of increasing efficiency in the delivery of ser-

vice to examine attentive models for resource centers
to teach teachers.

The concept of service integration can, however,
be challenged on two fronts.

One interesting question

has to do with whether or not the federal government

interferes with states rights through such an approach.
This question points out the central importance of

a

close relationship between federal, state and local
agencies, from the very inception of a program.

State

and local agencies must be immediately involved in plan-

ning and implementation to satisfy both constitutional
and programatic requirements.

Emphasis on the "advocate-

danger or
planner" dimension of programming reduces the

assumed danger of authority usurpation.

16

or
Secondly, there is the question of whether

legislative intent or
not program consolidation violates

1

Implementation
National Education Renewal Centers, Education,
of
Office
U.S.
(Washington:

Plan, Purpose #1
25
undated)
p
,

.

7
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threatens the integrity of specifically targeted programs.

Program consolidation could foreseeably dilute specialized
programs, such as those for the handicapped and reduce
their impact.

A realization of this possibility, while

recognizing legitimate programs, would be necessary in
order to preserve program consolidation and at the same
time strengthen, rather than destroy, other targeted

programs

1
.

Educational renewal, as conceived by the Office
of Education, is designed to bring to designated sites

the best resources that can be identified.

Renewal

centers would be planned to meet the needs of the com-

munity on a participatory, comprehensive basis in such
a fashion as to create

within specified systems meaning-

ful programs of education reform.

The educational re-

newal strategy is intended to lend as much assistance
as possible to resolving crises in education where ever

they exist.

A view of the total manpower picture is essential
for a coordinated approach to teacher training.
a broad

However,

overview often neglects local variations and

1

Ibid.
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individual needs.

The Bureau of Labor Statistics clearly

shows a current as well as a projected surplus of

elementary teachers.

It is difficult for persons who

take census only with regard to employment and unem-

ployment figures to have sensitivity for qualitative
concerns as they relate to education and problems in the
Despite a statistical surplus, the need

inner-city.

for quality teacher training as well as retraining is

greater than ever before.
President Kennedy and President Johnson kept

education high on the list of national priorities.

Des-

pite the fact that their actions might have been poli-

tically motivated, the results were inclined to be
positive.

Educational renewal, encouraged by President

Kennedy and President Johnson, gradually decelerated
adminover the past four years under President Nixon's

istration.

The country presently shows signs of going

backward to

a

cation

conservative, status-quo approach to edu-

.

Unfortunately, the focus on teacher retraining

receiving their
came when compensatory programs began

worse criticism.

Prior to 1967, a majority of the

facilities,
educational programs focussed on building
Deterioration because of
supplies and new curricula.
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neglect finally brought about the Educational Professions

Development Act of 1967.

Even then the emphasis tended

to be on producing more teachers rather than better

teachers, despite the stipulation about developing teachers

who are sensitive to the problems of urban children.

The

Career Opportunities Programs, which were developed under
EPDA to help meet the urban teacher demand, now appear
to be a part of the teacher-surplus problem.

The 1971-72 Office of Education renewal site con-

cept seems to offer some hope for educational renewal
as a teacher-centered project that utilizes local, state,

federal, and private resources.

The renewal site concept,

as a global idea, capitalizes on previous positive exper-

iences.

At the same time it concentrates on preserving

the rights, privileges
a t the

and integrity of people involved

various levels of program development and imple-

mentation.
One of the problems inherent in the use of federal

opposition
funds for developing educational programs is

from fear of federal manipulation.

Strong statements

it was
from men like Senator Byrd, who believed that

money is
impossible to escape government control where

conservatives at the
concerned, still ring in the ears of
As a reasonable
various levels of educational planning.
site concept
solution to such opposition, the renewal

56

provides for inernal (local) determination of what

directions should be taken as opposes to external (federally imposed programs) determinations that offer large
sums of money as the primary motivation.

CHAPTER III

UNIVERSITY ROLE IN EDUCATIONAL RENEWAL:
THE UNIVERSITY OF MASSACHUSETTS

SCHOOL OF EDUCATION

Cooperation between local agencies and institutions of higher education is essential for initiating

educational change.

Such a relationship is the only

technique that presently gives credence to prospects for

designing courses and generating the kind of knowledge
necessary to facilitate better learning opportunities
for pupils of the inner-city environment.

Institutions

of higher learning, when strongly committed to educa-

tional renewal, offer hope for developing programs that

can train or retrain teachers and other public-school

personnel to be more effective and affective educators.
The development of cooperative efforts between
districts
institutions of higher education and local school
is not an impossible dream.

A commitment to combat in-

stitutional racism has been stated as

a

priority by the

of Massachusetts.
School of Education of the University
concern
Innovative approaches to education emphasizing
for all persons needing
for better educational opportunities
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or desiring it and a general reshaping of the educational

process to become more meaningful to minority citizens
are among the outstanding focal points of concern.

The School of Education developed a noteworthy

relationship with minorities and problems of the innercity through its Center for Urban Education.

Besides

playing a major role in the School's general scope of
activities, CUE has gained its own right to recognition.

The Center's programs for education and teacher training
for the inner-city are outstanding among programs of that

type in the nation.

The University of Massachusetts

School of Education, Career Opportunities Program, recog-

nized as among the best in the nation, was developed
under the leadership of the Center for Urban Education.
As a result of taking a leadership role in

educational innovation, the School of Education was among
by the
the several institutions of higher learning asked

proposals for
United States Office of Education to submit
sites or teacher
the establishment of educational-renewal

centers.

The School's own development over the past

renewal process.
several years has been characterized by a
site development and
The problems, and the advantages, of
hand experience
educational renewal have provided first
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for School of Educational personnel.

Because of its

experience, contact, and resourcefulness, the School of

Education has developed the sensitivity, flexibility,
and expertise to respond to many of the present needs for

educational change.

1

One of the most unique features of School of

Education personnel is their willingness to get involved
in "reality" based education internship programs in di-

verse teacher training sites located in Pasadena, California;
Boston, Massachusetts; Louisville, Kentucky; and Paterson,

New Jersey.

The Career Opportunities Programs, designed

to train paraprof essionals f or urban schools, offer real-

istic urban education experiences to faculty, staff

students from the School of Education.

and

These and other

programs have guaranteed a wide range of experiences

essential for adequately preparing educators to meet

current needs.

2

To understand better the role of the University
look at the conin a renewal site, it is necessary to

ceptual framework.

"Renewal site" refers to a location

Programs,
Office of the Dean of Off Campus/Special
Phase stra tegy to Establish
"A Prospectus For a Proposal on a
(unpublished paper. University of Massa
Renewal Sites''
p. b.
chusetts, Amherst, Massachusetts, 1971 ),
l

2

Ibid

.

,

p.

8.
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designated for the "renewal" process.

The teacher

center is the major component for implementing the
process.

A community, for example, having assessed its

educational needs and objectives would apply for a

renewal-site grant.

The teacher center would be estab-

lished through the United States Office of Education and
the state-education agency for implementing assessed
needs.

A major task of the teacher center would be to

involve teachers at their own level of commitment and to

provide an opportunity for them to identify and to seek
solutions to their own problems.

This approach is

contrary to previous examples of the use of outside or

consultant help to solve internal or local educational
problems.

The teacher as the initiator is consistant

with the philosophy of using internal as opposed to
externally imposed motivations such as the availability
of funds for action.

The educational-renewal site concept necessarily

emphasizes in-service training involving large numbers
of personnel already staffing schools.

A stronger effort

would be undertaken to encourage interaction between
teachers
school board members, school administrators,

and lay citizens of the community.

Outside help would

.

•
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come only within the framework of local decision-making.
Finally, a training model would emerge which would be

judged by its own objectives rather than by traditional

practices

3

Within the structural framework of the proposed
renewal strategy a five-step operation is recommended.
In the initial phase, the School of Education would enter
a

community at the request of the local educational

agency.

The main objective, and probably the most

difficult task, would be to involve local, state, and
federal agencies in an unbiased decision-making process.

Since educational priorities are not decided in

a

vacuum,

all decisions would be subjected to the influences of
the broader issues of race, religion, economy and politics.

Local community people, having experienced the social
and political unrest of the sixties, become indispensible

resource persons.
Phase two would be the creation of a K-12 pilot/
The pilot/planning school would be

planning school.

personnel
housed in the local district and staffed with
primary planning
from the district. This school would be the

3

Ibid

.

,

p.

11

.
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nucleus for phase three, the model school.

Input for

planning the model would come from a cadre of teachers,
paraprof essionals

,

parents, students and community people

involved in making decisions about the model school.

Representatives from local colleges and universities
would also be encouraged to work with local organizers
and personnel from the School of Education in an all-out

effort to make sound decisions.
The pilot/planning school would utilize programs
or combinations of programs developed at the School of

Education and other cooperating institutions.

The out-

come of an evaluation of these programs would be the basis
for making decisions about the kinds of programs best

suited for the model school.

The full range of offerings

4
from the teacher-training programs and learning centers

at the School of Education would be made available to the

pilot/planning school.
Phase three would be the opening of a K-12 model
As with the pilot/planning school, the model

school.

school would be housed in the local-school district and

staffed and administered by the district's personnel.

It

The School of Education is not departmentalized.
12 special
Instead it comprises 19 educational centers and give stuThe purpose of this arrangement is to
programs.
educational
dents more flexibility in designing their
experiences
4

.

.

,
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is crucial for all phases of the operation to be treated

as a part of the regular educational program of the district

rather than as an isolated experiment.

It is important to

have on-going evaluation of the model school and on-going

refinement of the decision-making format.

5

One of the major aims of phase three is the

development of an in-service/pre-service teacher- training center affiliated with the model school.

The teacher-

training center would be led by students and staff of the
School of Education, associate School of Education personnel and representatives from local colleges and

Also community members would participate

universities.

as students as well as teachers.

The teacher- training

center would emphasize the development of new teaching

techniques and would offer pre-service and in-service

training to teachers, administrators, paraprof essionals
specialists, counselors
personnel.

6

and non-professional school

Phase four would be the implementation of the

teacher-training center scheme.
Education
In the fifth and final phase, School of

personnel would concentrate on all of the information

p.

5

Program,
0f f ice of the Dean of Off-Campus/Special

6

Ibid

25
.

,

p.

26

,
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generated from the five-step phased operation.

Such in-

formation would be useful in improving the whole concept.
Secondly, School of Education personnel would gradually

withdraw as the program becomes institutionalized at the
local level.

Major academic input should come from

local institutions as the renewal site operation becomes

Upon request the School of Education

a local affair.

would make its resources available.

7

Development of a phase strategy for the educa-

tional-renewal concept has grown out of the experience
of building the School of Education and its commitment

to change.

One of the earliest of the School

s

involve-

ments, representing a major desire to reach out to com-

munities, was the Hartford project.

Dwight Allen, Dean

of the School of Education, and Medill Bair, Superin-

tendent of Schools, Hartford, Connecticut, met and
Education
agreed that the two institutions, the School of
cooperate to
and the Hartford School Department, should

attack some of the school system's ills.
no active
Local universities in Hartford had played

August, 1968.
role in Hartford public schools as of

7

Ibid

.

,

p.

21

of the Center
John C. Woodbury, The Development
Massachusetts, at Amherst,
for urban Education, University of
Doctoral Dissertati
Massachusetts 1968-1970" (unpublished
1970), PP* 42-43.
the University of Massachusetts,
8

,

,
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The willingness of the School of Education to

take "high-risk" ventures was the key to establishing

relationship with the Hartford School Department.
to 1968,

a

Prior

local institutions of higher education in Hart-

ford had played no active role in the Hartford public
schools.

In the fall,

1968,

the School of Education

Center for Urban Education undertook its first urban
program, "The Hartford Project."

Undergraduate interns

moved to Hartford for the semester and were placed in
five urban schools.

Doctoral students supervised the

interns, coordinated on-site methods courses

and par-

ticipated in the development of instructional technigues
for the urban classroom.

They also served as resource

personnel for the Hartford Schools

in in-service train-

ing and in developing a human relations program.

On a

foresmall scale the components of the Hartford Project

shadowed the directions the Center for Urban Education
Career
was to take later in larger programs such as the

Opportunities Programs.
The impact of the University of Massachusetts

Hartford Project was soon evident.

Venturing on their

of Hartford.
"turf" aroused the educational institutions
became interested in the Teacher

The University of Hartford

Massachusetts was conCorps only after the University of
for the role of highersidered by the city of Hartford

.
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education participant.

9

Some teachers began to use in-

novative approaches and flexibility styled after School
of Education students and staff.

10

For the student interns

and doctoral students involved, the Hartford Project pro-

vided intense, practical training for urban teaching and
The Hartford Project was the beginning

administration.

of the School of Education's community involvement and

urban education commitments that spread to numerous other
sites in the state of Massachusetts and nation-wide.

Career Opportunities Program--A Viable

1.

Model Ripe for Modification
Career Opportunities Programs,

a

national priority

activity under the Educational Professions Development

Act of 1967, were initiated in July of 1969.

Generally,

teacher
the program was directed toward alleviating the
for
shortage and providing better educational opportunity

inner-city pupils.

To date, COP is probably the most

public schools
realistic approach to changing education in
has had the
Because of basic format and philosophy, COP
of the outpotential for striking at the heart of many

standing ills in public education.

Ibid.

,

p.

44

°Ibid.

,

p.

62.

9

1
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In 1969, COP was launched as a nationwide effort
to recruit and train low-income residents and Viet Nam

veterans for careers in education in schools serving
pupils of low-income families.

In addition, the program

provided opportunities for careers in education for

participants who through a work-study approach would
have the opportunity to receive professional degrees and

become certified public school teachers.
Typically, teachers in inner-city schools are

predominantly white middle-class people

(or

people who

hold middle-class ideals) who commute from the suburbs.

Pupils in the inner-city are predominantly poor and from

minority groups.
tives

They live with their parents, rela-

or what guardians they may have in the blighted

environment of the school and the neighborhood.

The

disparity of background between these teachers and their
pupils often inhibits the possibility of an effective

relationship between parents, pupils and teacher for
facilitating the education of inner-city children.

The

school in
lack of communication between the home and the
apathy.
low-income communities creates suspicion and
imTwo major objectives of COP are to provide

opportunities for
proved education and increased career

68

the poor.

The general objective is to attract capable

persons to careers in education and to establish career lattices in schools that will insure productive careers for

talented people recruited from low-income groups

11
.

A

career lattice is an arrangement through which teacher
aides or paraprof essionals are promoted as they gain in

experience and professional competence.

Formal instruction

in a degree program provided by a cooperating institution
of higher education is an important part of this plan.

The immediate aim of COP is to improve education
for poor and minority students.

Paraprof essional help

frees teachers from non-instructional routines which

consume valuable time so badly needed to facilitate the

education of inner-city pupils.

With the extra time

and freedom, teachers can give more extensive instruction
and more individual attention to their pupils.

At the

insame time, community paraprof essionals serve as an

between
valuable resource for teachers in bridging the gap

home and school.

"The Career Opportunities Program aims

catalyst for bringing
to serve both as a vehicle and a
and curriculum.
about improvement in school organizations

UCareer Opportunities Program Project Directors'
Handbook (Washington:

U.S. Office of Education,

'

P

1

.

24
3

.
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It provides a unique opportunity for children to achieve

multi-dimensional learning leaps."

12

COP is designed as a partnership of school, college,

community and the State Department of Education.

As the

guidelines dictate, each of the parties must be involved
in the program from proposal development to final eval-

uation.

13

A COP state coordinator plays a key role in

facilitating the establishment of COP in local-school
districts by visiting the site, providing technical

assistance

and maintaining a liaison relationship be-

tween the parties.

The state COP coordinator is also

responsible for changing state-certification requirements
to include COP trainees in local educational systems.

14

Through the fiscal year 1971 COP served 119
school districts.

The program trained 7,890 participants

in 210 universities and colleges who in turn worked at

various levels with approximately 250,000 children from
low-income areas.

The program had 822 veterans and

successfully negotiated released time (i.e.
by school boards for participants to study)

,

time alloted
in more than

80 per cent of its projects.

1

Ibid

1

Ibid

.

"Fiscal Year 1972 EPDA State Career Opportunities
Educational
Program Funds as a Service for Support of State
(unpublished paper. Department of Health
Renewal Activities"
Education and Welfare, November, 1971), p. 1.
1

.
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The career lattice concept strongly encouraged

institutionalized change in curriculum and provided
insight into how change could occur in school systems.

15

Local educators began to realize the effectiveness of

practical experience for potential teachers.

They

became more inclined to use alternative approaches in
their classroom institutions.

The help offered by the

paraprof essionals allowed teachers to be relieved of
their individual authoritative control over their classrooms.

The benefits of utilizing community persons at

different levels of responsibility in the classroom
became apparent to teachers and administrators.
Despite COP's success, the growing public-school
teacher surplus had made it difficult for the federal

government to justify lending further support to teachertraining programs.

must be phased out.

As a result, COP as presently conceived

This means that a program which had

tremendous potential for effecting change in education

will never reach its peak.
left very much as they were.

Essentially things will be
Gains made because of the

Office of Education Programs Through
Office of
Fiscal Year 1971 (unpublished paper, U.S.
Education, 1971)
l5 Rev iew of

6
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program are likely to be quickly swallowed up by the

momentum of the ever-growing need COP was designed to
meet.

A desirable alternative would be a program that

would maintain the principles underlying COP without
contributing to the present overflow of teachers projected
by the Bureau of Labor Statistics.
COP necessarily depends upon modification and

expansion if it is to continue its viability.

Success

of the program depends to a large degree upon a harmon-

ious relationship with other school personnel.

As para-

professionals move up the career lattice toward degrees,
they are liable to be viewed as threats to teachers who
are not getting an equal opportunity for advancement.

This threat is doubled when one considers the concern

about a surplus of teachers and the ineffectiveness of
regular teachers because of the growing need for renewal
and retraining

.

16

Consequently, teachers holding degrees,

whether they are regular or temporary, must be offered the
same opportunity for training, retraining

and upward

mobility whatever the case may be.
Regular public -school teachers in the inner-city
have been criticized as ineffective for almost a decade.
a special
The Career Opportunities Program has focussed on inner-city
of
group of people for training to meet the needs
Regular teachers receive no extra help for imschools.
specia
proving their positions and may view people in
jobs.
their
and
them
to
training programs a threat
1
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The fundamental strength of COP lies in its

ability to link children in the classroom with teachers,
schools and local neighborhoods in a more meaningful
and useful way.

COP has the potential for giving

impetus to school administrators, guidance counselors,

professional and non- prof essional staff at every level,
to help create an environment consistent with the learn-

ing style of the pupils.

Inner-city children need the

support, the guidance and the opportunity to learn from
a variety of people under a variety of circumstances.

To

be satisfied, these needs require the involvement of the

entire community.

2.

A Case For Retraining As a Dimension
of Renewal in Urban Schools

The role of the classroom teacher is the most

critical factor in determining failure or success in
attempts to help pupils reach their educational potentials.

The teacher is the central point upon which all

other aspects of educational quality converge.

The total

with
pattern of requisites and recommendations dealing
organicurriculum, administrative policy, procedure and
seen as a
zation as well as students and parents may be
the effectiveness
contributing factor only insofar as it aids

7

73

of the classroom teacher.

The personal confidence and

effectiveness of a teacher is reflected only in the progress of the pupils.

17

Instead of focussing on teacher needs and deficiencies, too often academic retardation of low-income
and minority pupils is blamed on the children themselves.

The assumption that their deficiency is due

entirely to "deprived" family background and environment
summarily relieves educational systems from any accountability for the type of service children from low socio-

economic families receive.

Parents of children in inner-

city schools are rarely represented at decision-making
levels.

Inherent middle-class values which direct the

thinking of boards of education make them insensitive to
the needs of "ghetto" pupils.

Boards tend to perpetuate

traditional concepts in education that are basically contrary to the experiences of inner-city youths.

When these

children fail, boards of education go on with "business
as usual."

Minority children are expected to fail, and

virthey do fail, fulfilling the prophecy of those who

tually control their academic lives.

Kenneth Clark, A Possible Reality (New York:
Metropolitan Applied Research Center, Inc., 1970), p.
1
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Recent research has shown that teacher attitudes
toward inner-city pupils are crucial.

A study by James

Jones and Kenneth Clark in Harlem concluded that the

major factor accounting for student decline in achievement
by fifth and sixth grade was the teacher's attitudes
"Less is expected of such pupils; they are rewarded for

poor performance, and the result is a steadily increasing

gap between what they accomplish and what pupils at their

grade level should accomplish ."

18

In a study conducted by Robert Rosenthal and

Lenore Jacobson, a group of children at the Oak Street
School made unexpected gains in I.Q. scores, reading and

overall problem solving ability.

These children had

been randomly chosen, and nothing special had been done
to enrich their educational opportunities.

Their teachers,

however, had been told that these children would bear

watching because potentials concealed so far would be
revealed.

Despite flawed research techniques, Rosenthal

and Jacobson's study exposed the cause and effect relation-

ship between teacher expectation and students' performance.
Ryan, Blaming the Victim (New York:
1971), p. 56.
1
^Robert Rosenthal and Lenore Jacobson, Pygmalion
Te acher Expectation and Pupils Intel l_ec- ^
in the Classroom:
Inc.,
tual~Devel opment (New York: Holt, Rinehart and Winston,
1968)
18 William

Pantheon Books,

.
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In Teaching and Learning in Inner-City Schools

,

Eleanor Leacock describes the disillusionment of beginning urban teachers, a circumstance which often led to

blaming the children for their failures.

She also found

that teachers in middle-income classrooms generally made

higher demands of their students, both academically and

behaviorally

,

than teachers in low-income classrooms.

As Robert Cole summarizes the issue, "Obviously there comes
a point when the issue is not only emotional but intel-

lectual, when a teacher's expectation becomes a child's

sense of prideful achievement, which in turn enables

him to expect more of himself."

20

One important essential of training or retraining is to bring about the awareness of how one

sonal biases affect childrens' needs to succeed.

s

per-

Teachers,

whether new or experienced, are seldom exposed to evithat
dence in sufficient amounts to cleanse them of biases

especially
will ultimately affect their ability to teach,
in inner-city schools.

reinforced
In most cases, teachers' biases are

rather than relieved.

Books, materials and systemized

(Boston:
°Rober t Cole, The South Goes North
444.
Little, Brown and Company, 1971), p.
2
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philosophies generally reflect stereotypical values.

Recruiting and hiring practices result in the engage-

ment of teachers who meet that same stereotyped requirement.

Until these

and many related practices

are

discontinued, schools will continue to "operate" rather

than engage in total commitment to facilitating the

best possible means for educating children to the extent
of their potentials.
In further assessing the case for retraining

of public-school personnel, it is found that parents of

inner-city school children are frequently criticized
for not caring about "their" schools.

School personnel

complain that parents do not appear for conferences
scheduled with school personnel.

Parents are unfairly

judged by this "conference criteria" that is set up by

school personnel without giving due thought to the parents
needs and priorities.

Actually, because of unrewarding

experiences in relating to school "regulations," parents
find it difficult to believe that school teachers or adIt is difficult

ministrators will deal with them fairly.
for them to be enthusiastic about visiting

has alienated them and their children.

a.

place that

They are appre-

great
ciative about the schools and are reluctant to go to
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inconveniences (such as taking off

a half

day from work

and waiting hours to talk to a principal for a few minutes)

to be subjected to the indignities that school

personnel are capable of inflicting.
The indignities inflicted upon citizens of inner-

city school communities range from subtle inference to

blatant accusations.

Consideration is seldom given to

the importance of a cooperative relationship between

pupils, parents and school personnel.

Failure to work

toward utilizing parent input in pursuing educational

objectives and failure to inform parents about educational
programs result in unnecessary antagonism and a widening

communication gap between parents and inner-city schools.
In overt disrespect for the school community,

school personnel tend to rationalize that active parents

are overbearing or simply not equipped to understand the

complexities of education.

Such a contention is both self-

incriminating and presumptuous.

It has caused school

personnel to fail to recognize that their success is

dependent upon understanding the life styles of inner-city
and minority people.

This kind of mutual understanding

in
can come only from involving the people themselves

give.
shaping the education that schools profess to
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Revitalization or renewal is conceived as

a

necessary part of an effort to change the somewhat
"tarnished" image
fession.

of teachers and the teaching pro-

The difficulty lies in reversing the histori-

cal, economic and psychological forces that have

shaped the present status of teaching.

build into the profession

a

The task is to

positive self-image and

high regard for professionally competent teachers.

a

21

Programs designed for children must give equal consider-

ation to teachers because of the interrelatedness of
teachers' morale, status and effectiveness in dealing

with pupils.
Status and effectiveness of the teaching pro-

fession cannot be improved significantly by salary
increases alone.

Nor should teachers be asked to improve

their condition through "dedication" or through other

sentimental appeals frequently addressed to them.

As

stated by Kenneth Clark, essential to any program for
the attainment of the highest level of respect for the

teaching profession are the following:
.Pre-assignment preparation and continued
on-the-job training

.

.

21

Kenneth Clark, A Possible Reality

,

p.

34.

2

.
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.

.

.

.

.

.

.

.

.Continued evaluation of performance
.Dignified and professional supervision
.Healthy and positive relations between
teachers and supervisors, administrators,
educational aides, parents, and foremost,
of course, the students.
.Differentiated staffing and career
development and rewards for teachers in
terms of their training, on-going objective, evaluation, and demonstrable
performance, as indicated by the academic
achievement of their students. 22

While inculcating many of the suggestions made
by Kenneth Clark, the Career Opportunities Program has

concentrated exclusively on teacher training.
these programs operate, there also exists
need for programs to retrain teachers.

a

But where

desperate

The greatest

concentration of insufficiently trained teachers is
found in inner-city schools.

These teachers should be

considered for renewal programs for the following reasons:
1.

They do not have to be recruited, many of them

have years of experiences,
2.

They are generally interested only in teaching
as a profession,

3.

They would be more economical to train or

retrain and less time would be consumed in
the process, and

2

Ibid

.

,

p.

37
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They would welcome the opportunity to improve

4.

their status and teaching potentials.

The basic structure of COP automatically makes
it a close ally to a retraining process.

A reasonable

amount of modification could add this needed dimension
to the program.

The attention that COP focusses on

training paraprof essionals

,

and the insight gained from

that experience, could easily be focussed on in-service
teachers in these inner-city schools.

Programs to re-

vitalize in-service school personnel for city schools
must be constructed to meet the demands of the vast
number of urban pupils.

Metropolitan areas have necessarily become the
focal point for education in America.

America's children attend school in
suburb.

Two thirds of

a city or a nearby

One of every ten is educated in one of the

twenty largest central cities.

Boston, for example,

has a school population equal to that of the entire

school population of the state of Iowa.

23

Peter Schrag

follows:
describes the dynamics of the urban school as

Because it operates at the very heart of
contemporary political change, the urban
school has the most crucial and difficult
(Boston
Peter Schrag, Village School Downtown
Beacon Press, 1968), p. 1.
2 3
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of educational responsibilities.
The
city is the locus of the new technology,
the battleground for racial politics,
the source of new expectations, and the
shaper of the nation's cultural and
ideological fashions.
It is the city
that defines the American style, that
determines its social and economic
behavior, and generates its intellectual
and moral complexity. To a great extent,
therefore, American education has become
urban education--not only in numbers,
but presumably in content and in subAnd to an even greater extent
stance.
the burden of the future is the burden
For almost a decade
of the urban school.
the focus of northern civil rights pressure has been on the schools; for almost
a generation the schools have been losing
middle-classed children and gaining dis-

advantaged Negroes, Applachian mountaineers, Indians, West Indians and others.
The schools have been boycotted and picketed; they have been assaulted by
reformers and reactionaries; and they
have been increasingly abandoned by
people whose support they need most.
Many of them are under financed and
understaffed. They suffer from ancient
plants, ancient practices, and rigid
hierarchies which, despite the effort of
the reformers, change but slowly--if
In the city,
indeed, they change at all.
the center of all that is presumably
modern and dynamic, public education
often remains the sluggish legacy of
another age. 24

3.

School of Education:

Advocate Practitioneer

cities
Placing teacher interns in various large

across the country has proven to be
24 Ibid.

,

p.

1-2.

a

way of determining
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needs for training or retraining teachers for urban
schools.

In the Center for Urban Education, Teacher

Education Program, students participate in

a

diversity

of schools, ranging from extremely traditional settings

to totally innovative, freely operated programs.

The

Parkway Program of Philadelphia, Pennsylvania, is typical
of the more innovative approaches to education presently

used for teacher-training experiences for School of

Education teacher interns.

One major premise of the

Parkway Program is the utilization of city resources

outside the walls of the typical school building to give

meaningful education to city youths.

Other sites from

Brooklyn, New York or Pasadena, California, run the

entire continuum in varing degrees of innovative or

traditional approaches to education.
The Center for Urban Education, Teacher Education
Program, has as its primary goal the preparation of

teachers for urban schools.

It has the capability of

effective
sufficiently preparing teachers not only to be
urban
teachers but also to act as catalysts for changing

schools for the better.
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CUE-TEP has developed

a

phase approach that is

sensible for prospective teachers whether they are interested in the urban problem or not.

The first phase

includes a series of courses, which if properly designed,

planned and presented, offer a general overview of urban
problems including strategies to deal with them.

The

second phase, student teaching, puts the student into

a

real urban environment, where he will attempt to use his

newly acquired skills.

The final, or extern phase, is

a critique with other interns after a full semester in

the field.

This information is passed on to the next

group so that they can be still better prepared for their
field experiences and so that they can return with

a

greater abundance of new ideas.
Beyond training new teachers and reaching out to
established
the community, the School of Education invites

visit and
school personnel from outside communities to
Its biannual educational
engage in the "new" learning.
ways of exhibiting
marathon is one of the School's better
and what it is doing
and explaining what it is all about
and attempting to do.

The School has successfully at-

of school personnel
tracted the attention and interest
institutions. Many of these
both at local and distant
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people now attend the School on a part-time basis in
summer sessions or evenings during the regular sessions.

Others have ventured to give up their jobs temporarily
to become full-time graduate students in programs lead-

ing to masters and doctorate degrees in education.

Rare indeed is the modern educational institution

that

has made such an impression on public educational estab-

lishments and a traditional-minded general public by

advocating massive change.
The School of Education owes much of its success
to the benefits of what is fondly called a "dual track"

system by many of its students.

The program tract refers

to reality-based involvements beyond the walls of the

university lecture hall.

These activities are consistent

with the School's philosophy of linking up to the communities of the "real" world.

Graduate and undergraduate

students participate in the program tract to the extent
of their needs in preparing to pursue their individualized

careers.

These programs range from undergraduate teacher-

preparation programs to the more sophisticated involvement
on the graduate level in such programs as COP.

The aca-

demic track refers to a generally traditional or formal
type of instruction.

The important thing is that the

85

students have a degree of flexibility which can be
used in balancing their experiences by utilizing and

benefiting from both tracks.
The partnership established between the School
of Education, the University of Massachusetts and local

school districts is mutually beneficial.

Student-

teachers get the opportunity to train in realistic settings.

This is especially beneficial to students who

desire to engage in intense, on-site training in urban
areas.

Graduate students who are interested in the

broader aspects of education, such as administration or

system-wide change strategies, are able to study the

operation of entire school systems.

Regular university

faculty can stay abreast of developments in the larger

community by participating in on-site programs.
The School of Education is able to bargain for a

share of the aid-to-education monies for assisting local

districts in developing educational programs.

This money

assistantships
helps to support research projects and offer
to graduate students and staff.

Many of the research

programs
projects are carried out in connection with the
School of
developed by the cooperative effort of the

.
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Education and a public school district.

This arrangement

offers immediate feedback to both the school district and
to School of Education personnel.

Local districts are equally benefited from direct

involvement with institutions of higher learning.

Public

schools cooperating with the School of Education receive
first hand information about current innovations and research
results.

The schools have at their disposal auxiliary

personnel, students and staff from the School of Educa-

tion to assist with the implementation of new techniques.

They have access to the resources of the School of

Education and a framework for training or retraining
their staff.
The involvement of the School of Education with

public education has offered insight for broader com-

munity participation.

It extends into areas such as

human relations, police, welfare and

related activities.

a

host of service

It gives impetus for lifelong edu-

cation and human development.

The School of Education has

recognized the need for institutions of higher education
to become a resource for the betterment of communities

through service integration and information dissimination

,

,

CHAPTER IV
THE BOSTON PROGRAM TO ALLEVIATE THE URBAN BLACK

TEACHER SHORTAGE:

A CASE STUDY OF A STRATEGY

FOR URBAN TEACHING RENEWAL
1.

The Setting

Boston has undergone an ever-increasing rate of
change in its population, ethnic composition, and cultural patterns particularly during the last decade.

Yet

the city has clung tenaciously to its antiquated approaches
to education.

As is so often the case, the failure of

the school system to educate all of its students is

blamed on the students themselves.

As openly stated by

at least one high official in the system, "We have no

inferior education in our schools.

What we have been

getting is an inferior type of student."

1

Books and materials, such as may be found in some
extreme examples
of Boston's worse schools, still reflect
of educational racism.

Children may still be taught

good life for
from books that imply that slavery was a
treatment imposed upon
blacks, or books that justify any

Downto wn, Review
Peter Schrag, The Village School
p.
Beacon Press 1968)
by Jonathan Kozol (Boston:
Committeemen.
School
quoting William O'Connor, Boston
1

'
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black people in the past or the present.

These books,

these examples, these subtle and sometimes not so subtle
acts of suppression

deny black children any hope of devel-

oping their own worth.

Education in the inner-city schools of Boston
represents bold examples of "education for docility."
A common characteristic of the schools is their pre-

occupation with order and control.

"In part, this pre-

occupation grows out of the fact that school is a collective experience requiring, in the minds of those who run
them, subordination of the individual to collective or

institutional desires and objectives."

2

This preoccupation

is often nurtured in highly respected activities such as

the daily-flag salute, performed with dutiful obedience
by an overwhelming number of inner-city pupils.

Dedicated

teachers use patriotic references to set the tone for their

relationship with the children in their classes.

Those

children who dare to be different, to question the status
condescending,
quo, or to reject their daily prescription of

where
educational diet are at fault if they do not thrive

there is "liberty and justice for all."

(New
Char les Silberman, Crisis in the Classroom
1970),
Vintage Books, a Division of Random House,
2

York:
p.

122.
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The Boston School Department is run by a five-

man elected committee.

It is responsible to approximately

96,000 pupils, 5,000 teachers and administrators, and 200
It is the oldest school system in the country

schools.

and is usually counted among the most conservative and
inbred.

Like most large American cities, Boston has in-

creasingly lost its middle-class families to surrounding
The school committee and the bureaucrats who

suburbs.

run the system espouse old styles, habits and beliefs

related to education derived from the political and
ethnic traditions of Irish political and civil servants

who have dominated Boston for

a

half century.

3

School committeemen in particular have been

openly bigoted in their views for political expediency.
They have resisted obvious needs for change with regard
to providing services for school-aged minority children

stones
and have even used racial controversies as stepping
to their own selfish ends.

So-called leading citizens

balance,
willingly take issues such as bussing for racial

frightening
play up unpopular views, and succeed in

border-line "liberals" into opposition.

Thus they build

a powerful

coalition of conservatives and vulnerable

liberals.

Susceptible to implications that blacks are

3

Downtown, p.
Peter Schrag, The Village School

8
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basically criminal by nature, that they are especially

associated with sex crimes, that school integration
will result in more such crime, and that a leader must
be elected who will protect them and their families by

keeping blacks out of "their" schools and "their" neighborhoods

.

4

Previous to the early 1960's, Boston's black

population was less than

5

per cent.

They lived practi-

cally unnoticed among white citizens; their children went
to school together and even played together during out-of-

Presently, the Boston black population is

school hours.

approximately 12 per cent.

Because of housing discrimin-

ation and economic pressures, blacks are concentrated
in parts of South End Boston and Roxbury

.

An acceleration

of blacks migrating from the South over the past decade

population.
is the main source of the growing black

The quality of life for a majority of black people
similar to
in Boston has taken on characteristics quite

that of New York's Harlem.

About 40 per cent of the

and Dorapproximately 27,000 dwelling units in Roxbury
per cent are
chester are listed as deteriorating, and 10
Redevelopment
dilapidated as estimated by the "Boston

4

Ibid

.

,

p.

15.
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Authority."

5

Roxbury accommodates about one-eighth of

the city's total population.

About one-half of Boston's

70 000 blacks reside in Roxbury; most of the remainder
,

live

in the South End.

Some districts in Roxbury have

no whites at all.

Boston's black population was unaroused by racial
issues until the civil-rights movements and the greater

visibility of activities by the National Association for
the Advancement of Colored People.

Previously the samll

black population had remained content, basking in an
euphoric history of long ancestry in Boston

—

the city

of Crispus Attucks, a black man, who was the first man

killed in the American Revolution, the home of abolitionist William Lloyd Garrison, and the city that was the

home of Senator Brooke, the highest ranking black office

holder in America when he was State Attorney General.
By the 1960 's, primarily because of the work of

the NAACP

,

the problems of de facto segregation began to

Minority parents began to realize that

be understood.

educated,
their children in particular were being poorly

and seriously maltreated.

They had the least competent

buildings, had
teachers, were housed in the worst school

5

Ibid.

,

p.

38.

.
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inadequate books and supplies, and were inclined to
regress in their performance relative to their number of
years in school.
2.

6

The Tradition of the Irish

When the Irish took over education in Boston
more than fifty years ago they implemented attitudes
formed in a parochial establishment no less rigid than
the tradition of their Boston Yankee predecessors.

Mutually beneficial relationships were quickly established
between the public school system and parochial educational
institutions.

Teachers who were trained in Catholic

institutions taught in Boston's public schools.

In turn,

administrators in the public schools assumed extra jobs
as lay faculty at Boston College, Regis, and Emmanuel,

where the majority of Boston's Catholics receive teacher
Any desire for new approaches to education was

training.

readily condemned both by the Catholic Church and by the
school committeemen.

When, in 1929, an embryonic expres-

voices
sion of progressivism was noticed, the powerful
political, brought
of conservatism, ethnic, religious, and

curricula to a halt.
any desire to experiment with new

6

Ibid.

,

p.

39
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Boston teachers and administrators share and

recycle old beliefs, continuously rejecting new input.
They believe first in discipline and order.

Any freedom

of expression by pupils is viewed through the limited

background of the teachers' parochial training at
Boston Normal,
or Emmanuel.

(now Boston State)

Boston College, Regis

Boston was among the last American cities

to allow married women to teach in its public schools.

Approximately two- thirds of Boston's teaching
force is comprised of women, many of whom are beyond
55 years of age.

Some have learned the jargon of new

concepts in education, but their methods and outlooks are
from past generations that valued fundamental rote instruction, good order and discipline.

They tend to

reflect the belief that the problem with minorities
lies in their lack of desire to work hard and "get ahead."

Ethnically, Boston's teaching force is principally
Irish.

There are a few Jewish and a few Italian teachers.

Even though black pupils comprise approximately one-third
black
of Boston's 96,000 pupils, there are fewer than 350

teachers of a total force of nearly 5,000 teachers.

Ap-

temporary
proximately one-half of the black teachers are on
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or provisional status.

7

At 15 Beacon Street, Boston's

School Department headquarters, the absence of ethnic or

cultural variety is even more pronounced.

All but one of

the board of Superintendents are graduates of Boston College.

They are all over 50 years of age, and they have all been in
the school system for more than 30 years.

intendent William

H.

Except for Super-

Ohrenberger, who has a German background,

all members of the Board of Superintendents are Irish Catholic.

It has not been possible to become a principal or a

superintendent of schools in Boston without having taught
in the system.

After having served more than 20 years in

Bosotn, Rollins Griffith became Boston's first black

assistant superintendent in 1970.
Boston's is justifiably among the most criticized
of modern urban school systems.

Its backward approach to

education leaves not only minorities deprived but negatively
affects the entire school population.

Of Boston's 200

schools, approximately one-fourth are predominantly black.

Many are overcrowded, uncomfortable and unfit to accomodate
a healthy environment for children.

Libraries are poorly

equipped with torn, dirty and outdated books.

On top of Bos-

a trade
ton's elementary schools, junior high schools, and

The Boston School Department does not publish
on
information about teacher status by race. The figure
initiate
tion
black teachers were arrived at by an investiga
UEAi
Massachusetts
of
Association
bv the "Black Educators
to
"Program
and reported by a participant in the Boston^ 19/^.
Shortage,
Alleviate the Urban Black Teacher
7

)
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school are Boston's "academically selective" high schools.

At the apex of the entire group is the pride of the city's
school system, the Latin School:
The pride, the penultimate, the model
of the Boston system is still the Latin
School, now well into its fourth system.
The Latin School gives Boston more
to brag about than all the rest of the
system put together.
It is the Latin
School that ties the city system to its
history, gives it its standards and the
limited glory it enjoys,
Because the
Latin School is Boston's pride, its
ensign of excellence, it tends to stamp
upon all the city its patterns of
classical rigidity--patterns which,
because of the Latin School, are inevitably associated with quality. Part
of Boston's tragedy is that its greatest
It
model is three hundred years old.
all
follow;
thus
new
to
anything
lacks
of the system is still trying to become
what Latin was a century ago. 8

Only recently has Boston actively engaged in re-

cruiting teachers outside the traditional list of "feeder"
colleges.
M.

As recommended by Joseph M. Cronin and Richard

Mailer, in The Cronin Report

,

more black representation

should be assured at all levels of the Boston School Department.

Such a goal is necessary to provide positive role

models for black Children and to enable them to view their
schools as an integral part of their lives and their comThe schools of Boston need to be sensitized to the

munity.

8

Peter Schrag, The Village School Downtown

,

p.

77.
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need to give minority children the advantage of
inter-

action with outstanding black as well as white teachers.
The city suffers from the lack of excellence in education that can be brought only through diversity of

student body and professional staff.
3.

The Proposal:

9

Viewing a Shift

of Emphasis

With the present shift of attention to education
renewal as a national priority for educational change,
local agencies are behooved to re-think and re-tool their

objectives for school personnel behavior.

The problem

becomes one of being able to change directions with

regard to teacher training, making a primary shift from

pre-service to in-service training.

The objective becomes

one of opening up to new ideas and new approaches, and of

getting rid of old myths about pupils in general and

minorities in particular.

Considering Boston's history

of change and its ability to cultivate inflexibility and

sameness, it is difficult to pursue plans for renewal

with complete optimism.

John M. Cronin, Director, and Richard M. Mailer,
Associate Director, "Organizing a School System for DiverThe Massachusetts Advisory Council on
sity" (Boston:
Education, 1970), p. 170-171.
9

i
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Despite obvious obstacles

and because of the

ability of the School of Education to implement programs,
a

design to revitalize Boston teachers was in operation

even before the Office of Education proposed its Educational

Renewal Site idea.

The program encompassed many of the

positions later outlined in the renewal site proposal.
Basically, it created a way for soliciting support for

teacher-training programs without contributing to the
growing overflow of teachers.
Even though black teachers represent only a
small fraction of Boston's teaching force, the bulk of
the temporary teachers come from this group.

Because of

the low status of temporary teachers and the lack of

desire or ability of the Boston School Department to
change, input by minorities in expressing their educa-

tional goals has been of practically no significance.

Approximately 32,000 black pupils, representing about one
third of the total pupil population of Boston, are left

with little hope for representation in plans that will

ultimately affect their lives.
But in June of 1971, a plan of action was devised
to try and "open up" the Boston School Department to some

ideas developed at the School of Education of the University
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of Massachusetts.

A proposal was presented to Mr. Martin

Hunt of the Educational Planning Center of Boston as
part
of an effort to initiate a program that would
qualify black

teachers for state certification and, eventually, provide
them with appointments as regular teachers in the Boston

School Department.

Beginning with a summer session, courses

would be offered during the fall and spring of the 1971-72
school year by the School of Education, of the University
of Massachusetts, at Amherst.

The Center for Urban

Education, then under the directorship of Dr. Atron A.
Gentry, would serve as primary resource and take overall

responsibility for directing the program.
The program, carefully designed to meet both
the needs of black teachers and certification, had as
its broader objective the alleviation of the shortage
of black teachers in a city with such a large percentage
of its pupils coming from black families.

Mr.

Richard

Brown, a black employee of the Boston School Department,

was appointed on-site coordinator of the program.

Working

in conjunction with the Boston Schools Staff Development

Office, he initiated the screening process for selecting

applicants to the program.
Nine credits were offered during the initial
summer session including two courses toward certification
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and one practicum.

The cost was computed on a per-credit

basis, multiplied by the number of credits offered, to

equal the total cost of the program.

The courses were

to be presented on site by a staff provided by the Center
for Urban Education.

Instructors would travel from the

University of Massachusetts and meet at
site with the Boston students.

a

pre-arranged

Since all of the students

in the program had already earned bachelor degrees, grad-

uate courses would be offered, some of which might be

applied toward a masters degree in education.
Entitled "Program to Alleviate the Urban Black

Teacher Shortage," the project was approved by the Common-

wealth of Massachusetts Division of State and Federal
Assistance.

It offered credibility to the strategy of inno-

vative approaches to teacher training and could serve as
a prototype for other teacher-renewal models favorable

to present trends in education.

It succeeded in lending

support to an argument for educational renewal through
teacher- training programs without contributing to the

problem of teacher surplus.

It suggested making better

use of teachers presently employed through training, re-

training

and upgrading.

It also allowed for mobility

pro
and increased teachers roles in the total education

cess of their pupils.
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As stated in the proposal for the "Program to

Alleviate the Black Urban Teacher Shortage"
a.

:

Historically, the greatest problem of

personnel turnover and shortages at the

beginning of the school year has been in
large urban school systems.
b.

In spite of recent increases in teachers'

salaries in the cities, the financial
crises remain critical for most.
c.

The pressures which are somewhat greater
in today's urban schools--numerous anti-

quated buildings and facilities, demanding
teaching conditions, and the possibility of

student and community unrest— make it even

more difficult to attract these teachers to
urban teaching.

10

The urban crisis combines its own unique charac-

teristics with national factors to compound the problems
of education.

increasing

From the national perspective there is an

overabundance of teachers.

At the local urban

qualified
level just the opposite is true with respect to
teachers.

Further, the exodus of businesses and middle-income

°Programs to Alleviate the Urban Black Teacher
Proposal Submitted by the Boston EduShortage, (Boston:
Boston
cational Planning Center to William Ohrenberger,
P*
Superintendent of Schools, December, 1970
1

)

f

1
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families weakens the urban tax base, thus putting schools
in strong competition for the tax dollar with an increased

demand from other city agencies.

Increased unemployment,

which results from an ailing economy, causes an increase
in applications for teaching positions by persons who

would have sought employment elsewhere.

Many of these

potential teachers were in need of teacher training and

preparation to qualify for teaching positions in the
urban schools where they were more readily accepted.

The

key to the issue, as succinctly stated in the proposal

was as follows:
To attract and hold the best qualified
recruits, urban school systems must provide training and certification in duration,
intelligently geared to actual teaching
experiences and reasonably inexpensive for
On the other hand, the prethe recruit.
paration must be adequate to maintain the
desired standards of teacher preparation
and competence of the school system.
1

The proposal outlined a plan for meeting a specific

need in the Boston School System, a system that reflected,
in a general way, the broader urban teacher picture.

Salary increases, and an increasing manpower pool, still
left the system with a critical shortage of qualified

teachers.

The Boston Education Planning center, in cooper-

and
ation with the Associate Superintendent of Schools,

1

^bid.

,

p.

2.
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other school officials, expressed concern about re-

cruiting and training personnel for the Boston schools,

emphasizing the development of proper attitudes toward
inner-city pupils as a critical part of that training.
The goal of the Boston "Program to Alleviate
the Urban Black Teacher Shortage" was to ease the crit-

ical shortage of black teachers by recruiting, training
and placing black teachers.

The first step of the operation

was to recruit twenty black teacher prospects for the

secondary level, the most critical shortage area in the
system.

They would be provided with financial support,

in-service supervision, and year-round university programs required for certification.

Department made

a

The Boston School

commitment to place all twenty teachers

in teaching positions commensurate with their skills and

abilities as soon thereafter as possible.

On-going

education would be provided for determining necessary

modifications and procedures for continuing the program
in subsequent years.
Mr. Richard Brown, having been named on-site

coordinator by the Boston Board of Superintendents, would
training
have the primary responsibility of recruiting and

coordination.

The position would be a one year part-time
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appointment to work in cooperation with Mr. Paul Kennedy,

Associate Superintendent-Personnel, and Mr. Rollins
Griffith, Assistant Superintendent-Area III, Boston

Public Schools.

As Personal qualifications, the on-site

coordinator appointee must be black, have experienced
urban teaching and be interested in public relations work.
The on-site coordinator would use every available

medium to recruit and subsequently train the best qualified prospects for the program.

It was necessary for him

to work in close conjunction with the Boston Board of

Examiners and the institution, the School of Education,

University of Massachusetts, offering the courses and
providing staff.

An appropriate methods course would be

offered the first summer of the program, geared to teaching
in urban secondary schools.

Each recruit would be re-

quired to enroll in this course.

A second course,

"Curriculum Development in Urban Education" would be
offered focusing on an analysis of the needs of pupils and
teachers in inner-city schools with reference to developing relevant curricula and teacher behavior.

During the summer of 1971, a number of schools

would be in session in Boston.

As a third offering,

participants could involve themselves in student-teaching

3
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experiences and related workshops being offered by the

University instructional staff.

The workshop technique

was proposed as an on-going technique for the fall and

spring semesters.

It would be geared to supporting the

professional development of the potential teachers and

determining new directions in light of the kind of knowledge resulting from various experiences.

Workshops

would provide for the examination of curriculum, class-

room management techniques, appropriateness of instructional methods and general assessment of all activities
and procedures used both in and outside the program.

Contractual and Financial Arrangements
Contractual agreements were made between the city
of Boston through the Boston School Committee and the

University of Massachusetts, "upon the basis of their
knowledge and experience,"

12

to carry out the Program to

Alleviate the Black Teacher Shortage

.

The University was

obliged strictly to adhere to plans as agreed to with the

Boston School Committee if designated PL 90-35 EPDA B2
funds were to be used.

13

The contract provided for making

^Contract for Special Education Services Between
of
the School Committee of Boston and the University
I).
(Article
Massachusetts, June, 1971
1

1

Ibid.

.
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available to the city and the school committee all
information, background, statistics and materials subject to their need to refer to our use of such material.
The University commenced operation of the

program on June 28, 1971.
a full year of operation,

As of June 30,

1972, after

the contract called for final

written reports and evaluations to be submitted to
Rollins Griffith, Assistant Superintendent of Schools,

Area III Boston School Department.

Also, during the life

of the contract, an interim report was scheduled for

submission at thirty-day intervals completely covering

accomplishments during that period.

The agreement called

for the University to rewrite, revise or supplement any

phase of the final report viewed as not sufficiently com-

prehensive in the opinion of Assistant Superintendent
Rollins Griffith.

The University was required to file

with the Department of Education of the Commonwealth of

Massachusetts any report required by the agency in relation
to services under the contract.

14

Acting through the

school committee, the city reserved the right of overall

supervision of the program and the right to have its repre
sentatives collect data determined vital to evaluation

procedures

14

Ibid., Article III.

6

.
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A sum of $15,000 was scheduled to be paid by the

city of Boston to the University of Massachusetts within

thirty days after the execution of the program.

A final

payment of $7,500, amounting to a total of $22,500, would
be paid upon completion of the services carried out under
the provisions of the contract.

15

Either party could terminate the agreement upon
a

written sixty-day notice.

In such an event the school

committee would reimburse the University in the amount

determined fair based on the service rendered by the
University between the dates of execution and termination
of the program.

The University would also be reimbursed

for all financial commitments incurred from the project

up to the date of termination.

Conversely, if the con-

tract were terminated before the normal date of expiration,
the University would return all unexpended PL 90-35 EPDA-B2

funds received from the city of Boston to the Boston School

Committee

1

15 Ibid.,
16

Article IV.

Ibid., Article VII.

7

.

.
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The Experience of Teacher Participants

4.

in the "Program to Alleviate the Urban

Black-Teacher Shortage"

Academic Background and Previous Experience
Despite obstacles the "Boston Program to Alleviate
the Urban Black-Teacher Shortage" got off the ground.

Nineteen black trainees, having

a

wide diversity of back-

ground in professional training and experience, were enrolled in the program.

Bachelor's degree.

Each participant had at least a

One had a Master's degree and another

was a Master's degree candidate in an out-of-state uni-

Others had earned graduate credits at local

versity.

colleges and universities.

Their combined teaching

experience ranged from minimal experience for some to
years of substitute teaching for others.

One person

had fifteen years of regular classroom experience in

another state.
level

Still another had taught at the college

1

Trainees enrolled in the Boston program had received

degrees from accredited colleges and universities throughout the country.

1

They represented popular, predominantly

the
Applicants to the Boston "Program to Alleviateoffice

Black-Teacher Shortage" (Boston: personal data files,
of the programs on-site director)

i

8

—

.
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black colleges such as Johnson

C.

Smith College of North

Carolina, Morgan State College of Maryland, Fisk University
of Tennessee, Howard University of Washington, D.C.

Central State University of Ohio.

,

and

Other institutions,

such as Boston University, Northeastern University,

University of Massachusetts at Amherst, University of

Massachusetts at Boston, University of North Carolina,
Stillman College, Ohio University, and Western Kentucky
University had graduates in the program.
Equally as varied were the subject areas in

which the participants were trained.

Collectively, they

represented an important part of the range of subjects
offered in the Boston Public Schools.

Several were

trained in areas where "critical shortages" often exist
such courses as mathematics, reading, and languages.

Others had degrees in home economics, social studies and

various fields at both the elementary and secondary levels.
A College education had not guaranteed for students
in the Boston program jobs commensurate with their training.
clerks,
To survive some had worked as telephone operators,

probation officers, welfare workers and as staff for other
industrial or service institutions.

The more fortunate

interest or
ones held jobs that at least bordered on their
trained.
on the profession for which they were

1

Ibid
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Experience as Boston Provisional Teachers
The outstanding common experience among the

students of the Boston program was their service in the

Boston School system.

The paragraphs that follow sum-

marize the experiences of students in the Boston school
system.

The students themselves related these experiences

.

19

Commonly, teachers are concerned first about things

that have the most immediate effect upon them.

As black

teachers, the Boston program participants were first struck
by the conditions of their provisional assignments in the

Boston School system.

The fact that they, as black teachers,

were in such a depressed state caused them to have great

concern about what was happening to black children.

This

concern was viewed as opposition to policy by school
administration, conflicting with its usual way of dealing

with pupils, teachers, parents and citizens of the school
community.

It was from these vantage points that the

participants revealed their perception of the Boston
school system.
One participant stated that black teachers,

provisional or otherwise, are looked upon as

1

marginal

Numerous conversations took place between students

Boston Program to Alleviate the Urban Black-Teacher
while
Shortage " and this reporter as a part of his duties
Massachusetts.
of
University
the
from
serving as an instructor
in the

"

.
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professionals."
a disciplinarian

Their main job is expected to be that of

— to

keep black pupils orderly.

They

are expected to be a tool or a "whip" to carry out the

system's desire to keep the problems of black children
off their hands.

Whether black appointees are professional

teachers or not is of practically no significance.

Their

success or failure is measured in terms of the school's

expectation of them as "miracle workers" for solving behavior problems

with black children.

Further examples of the systems' lack of concern
for the professional usefulness of black teachers was

expressed by another participant in the program.

As a first-

year teacher in a high school, he was the only black on
a staff of 130.

Seventy-five per cent of the student

body was white; he perceived himself as being placed in
a position to serve as a kind of counter— balance for the

twenty-five per cent of the student body that was black.
His viability as a teacher was further frustrated because
and
he was assigned to teach algebra despite his interest

training in the fields of psychology

,

counseling and

guidance
The placing of black teachers outside their area
of training is a prevalent problem in Boston.

Some believe

Ill

that it is a part of planned failure for black teachers.

The system is not alarmed at the fact that white children
are also affected by such practices.

In view of that

kind of evidence, one need not wonder that a black teacher

perceives his role as marginal.
Ranked among the most frustrating experiences of

black provisional teachers are the attempts to elevate
themselves from provisional to regular status.

All

teachers, black and white, begin in the Boston School

system as provisional teachers.

The exceptions are

those who score high on the National Teachers Examination.

Many black teachers believe that the NTE, as administered in Boston, imposes upon them the same kind of

disadvantage that I.Q. tests impose upon black pupils.
Having different cultural backgrounds than whites is not
the only factor to consider.

Black teachers are shut

out of activities and experiences in the school system
and
that would contribute to their preparation for taking

passing the examination.
Besides the NTE, applicants for regular appoint-

ments must undergo a personal interview.

The decisions

arbitrary and give them
of the interviewers are completely
based on their
the opportunity to reject a candidate
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personal whims or biases.

As a result, a disproportion-

ate number of black teachers remain on provisional or

temporary status.

Black teachers believe that this is

part of a master plan to keep them from affecting change
or coming to the aid

of black pupils.

Black provisional teachers, generally, develop

negative attitudes toward their jobs.

They are sub-

jected to double standards that make them last hired and

first fired.

One participant expressed knowledge of a

practice devised for hiring white teachers who do not
have degrees

— something

that could not happen to a black

person regardless of his qualifications.

Provisional

teachers have no annual pay increment and until recently
their starting pay was approximately $1,400 below the

regular starting salary.

They can be terminated with

three days' notice and they have no provision for appeal.
Sadly, the negative attitudes of black provisional teachers

may reinforce the negative forces that already stunt the
educational growth of black children in the system.
Views of the Boston Schools from Within
Ultimately, what damaging effects certain practhe
tices will have upon pupils, white and non-white, is

.
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primary concern of teachers who "care."

A practice of

"labeling" has been one of the most dangerous assaults

upon black pupils by some teachers.

This is a practice

whereby through informal conversation one teacher tells
another teacher, or a group of teachers, that a certain
child or group of children are "dumb" and will never

amount to anything.

This teacher "lounge talk" has a

way of catching on and becoming institutionalized in

attitudes towards particular children.

At another level,

cumulative conduct anecdotes in files, recording every
act determined negative by some irate school personnel,

follow some children throughout their public school
years
A pervasive negative attitude toward black pupils
is generated in a system that thrives on its own failure.

Guidance counselors conclude that black students will
never make it to college or any other place of professional
or vocational training.

If pupils are not being prepared

for colleges and universities recognized by the counselor,

who is usually white, they are not considered being

worth the bother.

White counselors are seldom aware of

predominantly
the many institutions, especially the good
offer
black colleges and universities of the South, that
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opportunities for training to black pupils beyond the
high school level.

Many students who make it to these

institutions do so despite the poor guidance they receive from their high school counselors.
School and children naturally reflect the

negative realities of their school environment.

Schools

having a predominantly black enrollment staffed with
an overwhelming majority of white personnel are not

conducive for maintaining an environment that will give

maximum benefit to the pupils.

Maintaining the security

of the establishment, rather than determining and meeting

the needs of the student body, is a major priority in

many Boston schools.

The system has failed to keep

abreast of change and therefore seeks to secure its positions at the expense of a good education for its pupils.
This is particularly true of schools that derive a

majority of their population from minority groups.

Where

minority teachers attempt to be effective, they are overwhelmed in their ratio to black pupils and white teachers,
thereby having no essential impact upon the system or the
students.

Consequently, many pupils are reluctant to con-

in educaform and are viewed as rebellious, disinterested

personnel.
tion, and unwilling to cooperate with school

.
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Pupils and teachers are expected to confrom to

entrenched and antiquated approaches to education.

They

operate under day to day administrative pressure to do so.
Teachers are expected to dress in

a

certain way, and

pupils are expected to behave in a manner which seems un-

reasonable to them,

(march down the halls in a straight line,

keep mouths shut, and look straight ahead)

.

Teachers are

coerced to praise and practice the policies of the
system;

it assures them a better chance of returning for

another year.

Students are expected to learn lessons

from books and materials that are foreign to their background; teachers seldom have the skill to bridge the gap

and adapt academic materials to the pupils' experiences
and life styles.

None of these is an issue of concern

for administrative personnel, who seem to view change
as a threat to their security and expend a great deal of

time and energy resisting new ideas.

Occasionally, a school will be found with black

personnel in positions of authority

.
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not always seem to make a difference.

This, however,

does

A participant in the

assistant
Boston program who worked at a school with a black

20 Black

Teachers Association of Massachusetts (BEAM)
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principal and black guidance counselor referred to the
school as having a prison-like atmosphere.

Despite their

positions, no leverage was used by the assistant principal or the guidance counselor to try and help make the

school a better place for black children.

pant concluded that "making it"

The partici-

(being successful or

moving up in the system) was an opportunity offered only
to those persons geared to preserving the system.

Strong resistance to change is created by insulating schools from the communities surrounding them.

are not welcomed.

Parents

They dread the cold reception they

receive from school personnel.

Teachers are ill at

ease when visitors are in their building.
feel that things are getting too

"hot,"

When principals

they announce over

the intercom that all visitors should leave the building
in a given length of time.

Parents feel intimidated by

these and similar acts and are reluctant to question things
that concern them even when they are reasonably sure that
they should.

Curriculum guides are one of the main instruments
instructional
for stimulating administrative desire for

conformity.

At the beginning of each term teachers are

follow them
presented course outlines and are expected to
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precisely.

One participant in the Boston program reported

being angrily reprimanded by his department chairman for

attempting to adapt a practical approach for instructing
his biology class.

When he explained that he believed he

had discovered a better way of helping his pupils to
learn, he was simply told to follow instructions and

teach the course the way curriculum "experts" decided
was best.

The teacher was highly insulted by the impli-

cation that he was not capable of making decisions about
his class and determining effective alternative approaches
to instructing his pupils.

Recently (Fall, 1972) a new school was opened in

Boston and proposed as an effort to deal with the school
system's racial balance problem.

Because of resistance

to bussing, the school fell short of a suggested fifty-

one per cent white pupil population.

Ten black teachers,

five of whom were on provisional status, were assigned to
a staff of forty-five teachers.

The school is located

in the middle of a predominantly black neighborhood.

Workshops were held to help prepare teachers for their
operate
new experiences in a school which was designed to

under the open classroom concept.

No concern was given

to the needs
to preparing or sensitizing white teachers
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of black pupils or to instructing them in how to cope

in their school environment.

Again black teachers were

not available in sufficient numbers and did not have

sufficient involvement and influence in the school's

operation to make the question of sensitivity less of
problem.

a

One of the teachers, a Boston program partici-

pant, predicted that in a very short time the school will

be ninety-eight per cent black and will still have less

than twenty-five per cent black teachers on the staff.
Books and materials ordered for this new school

reflected the ineptness of usual attempts to gather
relevant instructional materials from commercial sources.
A few faces in textbooks were painted various shades of

brown in an attempt to give recognition to different
ethnic groups, but vocabularies and social setting were

those valued in "middle" America only.
This new school, a Boston concept of open classes,

imposed all of the restrictions and control for which the

Boston school system is noted.

Teachers who had been in

the school system longest were given the first opportunity
to come to the new school.

Many of them were glad for the

opportunity but brought with them all of the old practices
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that had kept them in good standing in the system for

many years.

They were also the most likely candidates

to receive student teachers.

Their traditional approach

naturally dampens any desire student teachers may have
to develop alternative approaches to teaching.

Only one teacher gave a positive account of his

experience in the Boston school system while serving as
a

provisional teacher.

Apparently, his experience sup-

ports the contention that a higher ratio of black teachers
to black pupils make a difference in terms of the general

atmosphere and function of an inner-city school.

Approxi-

mately fifty per cent of a staff of forty-four teachers
were black.

Ninety-nine per cent of the school population

was black, but there was the added leverage of an admin-

istration having a principal, assistant principal, dean
of boys and dean of girls, and a secretary, all of whom

were black.
The school maintained close ties with the community.

Parents and local people worked as school aides.

Pro-

grams were instituted that recognized black culture and
history.

The building was used after school hours for

community activities and recreational programs.

Two

employed to
black guidance and advisory personnel were
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provide educational, vocational and cultural guidance
for the pupils.

The Department of Home Economics was

staffed with black instructors, and the cafeteria employed

black help.

Administrators were continually visible,

offering assistance and encouragement to pupils and staff.
This teacher believed that the school was a "good" school

primarily because of administrative leadership.

He also

felt that the school would continue to improve if it was

allowed to continue to operate in its present manner.
5.

In Retrospect--An Evaluation of the

Boston Program
The Boston "Program to Alleviate the Urban Black

Teacher Shortage" was not a massive program in size or
scope.

Nor should it be looked to as the final solution

to the problem of transforming inner-city education.

theless,

Never

the program was a success to the extent of involv

ing the Boston School Department in a contractual arrange

ment with a training institution.

The Boston program

constituted a lesson for educational personnel in Boston
develas well as a lesson for the School of Education in

oping an alternative approach to teacher training.
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Establishing a cooperative relationship with the
Boston School Department was cumbersome and time consuming.

Long hours were spent in meetings between represent-

atives from Boston and the School of Education.

Students

and staff from the School of Education had the extra

burden of planning courses that would meet the approval
of the University of Massachusetts as well as the Boston

School Department.

From Boston's side of the picture, there was the
awkward job of establishing new categories for school
personnel.

For example, the on-site director was ele-

vated from the position of a classroom teacher to
administrator of the Boston program.

Also the student

participants in the program were placed in a special

category and offered services denied other educational
personnel.

Fortunately the program did not cause signi-

ficant political tremor.

Student participants in the Boston "Program to

Alleviate the Urban Black-Teacher Shortage

had to

establish a relationship with the University of Massachusetts.
category,
They were placed in a "special" graduate student
for their
meaning that they would receive graduate credit

courses but would not be in a degree program.

The courses
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would be primarily for credentialling purposes and not
for earning advanced degrees.

After the spring semester of 1972, the contract

between the Boston School Department and the University
of Massachusetts permanently expired.

But the operation

had successfully defined an alternative way of preparing

teachers for urban schools.

The on-site administrator,

Mr. Brown, has since established a similar relationship

with a local institution of higher learning in Boston.
In a recent conversation with this writer, he attributed

much of his current success to his experience with the

program that was developed between the School of Education, the University of Massachusetts and the Boston

School Department.

His present program has 40 partici-

pants compared to the original program of 19 participants.

Despite the fact that the Boston program was not
a large operation,

it was a beginning.

In final

analysis,

it was well worth the effort that went into its imple-

mentation.

All of the original student participants who

remained in Boston received the Massachusetts State
Teacher Certification.

The Boston School Department has

assured all of the "graduates" from the program that they
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will have continued employment.

These teachers now

enjoy a higher degree of job security and teacher status.
Recruiting, training and retaining enough black

teachers to balance the ratio of black pupils in innercity schools is a difficult, expensive and time-consuming

business.

The Boston program seems to indicate that

retraining is the best means presently known to bring
to the surface problems that would otherwise continue to

weaken the educational process.

Because of their sheer

numbers, retraining of white school personnel is also

essential to the success of any teacher retraining pro-

gram for inner-city schools.

In the Boston schools

where black and white teachers were more equal in terms
of numbers, a more viable school atmosphere existed

despite the fact that ninety-nine per cent of the
student body was black.

Partnerships between school dis-

tricts and institutions of higher education offer the

best possibility for training minority teachers for educational renewal in urban areas.

CHAPTER V

SUMMARIZING PROS AND CONS OF PROGRAMS AND
PRACTICES:

TOWARD RETRAINING TEACHERS
FOR URBAN SCHOOLS
1

.

Summary

Exploration of some of the outstanding problems
related to teachers and teaching in large urban school

districts and inner-city schools is the primary objective
of this work.

The most intensive focus has been upon

teacher training or teacher retraining as

a

strategy for

revitalizing education for urban and inner-city students.
A framework for educational renewal required an examin-

ation

the following topics:

of
a.

practices, policies, and trends in selected

urban school districts
b.

involvement of state and federal government
in education, particularly as it effects the

education of inner-city children
c.

national trends in educational support, viewing especially how the projected teacher
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surplus might affect the need for qualified

teachers in inner-city schools
d.

the nature of the education gap between

institutions of higher learning and local
needs
e.

the effect of selected educational programs

and their usefulness in planning potential

future programs.

An Overview of Practices and Policies
of Urban School Districts

In examining practices and policies of urban

school districts, the author of this report pleads guilty
of documenting anecodotes that tend to condemn urban

schools.

While fully understanding that not every teacher

is
in every school of every large urban school district

totally failing to educate children, the author feels
are
justified in documenting the fact that urban schools

failing hundreds of thousands of American youths.

Too

gathered
often, and for too long, most of the evidence
behavior, their
has been against urban children, their
to reach
socio-economic background and their inability

expected norms educationally.

Such conclusions, drawn
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not only from anecdotal records

but also from highly

sophisticated testing and statistical methods, are presently being questioned by open-minded educators,

psychologists, and sociologists.

Decisions about education, when made along

racial lines, should serve to the benefit rather than
to the detriment of urban pupils.

Positive decisions

could help to reverse many of the present conditions
that exist for poor and minority public school pupils.

Least of all they should be the ones with the largest
ratio of teachers with substandard preparation.

Also

these students are concentrated in the oldest, most ill

repaired and equipped schools in urban school districts.

Resulting from these conditions are school-community

relationship problems, pupil behavior problems and teacher
turnover rates that quadruple those of suburban areas.
Urban school systems tend to resist the kind of
of
change that would improve the overall effectiveness

their schools.

For more than a decade the need for

an outstanding
training inner-city school teachers has been
under special programs
issue, yet only in special cases or
to solve the problem.
have any meaningful efforts been made
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Special programs such as the Career Opportunities Program,
if institutionalized at the local level, might serve as

continuous source of educational revitalization, and

a

eventually lose the stigma of being a "special" program.
Changes in certification, hiring practices and teacher

training that are channeled through the Career Opportunities Programs have the potential for making a lasting

impact on urban teacher needs.

The danger is that,

should financial support of special programs be withdrawn, the changes made by the programs will have only
a

temporary effect.
School departments and boards of education re-

spond sluggishly to population changes and to the im-

plications these changes have for established educational
policies in urban schools.

Basically decisions are made

congruent to ideals of white middle-class personnel who
generally dominate decision-making positions in public
school systems.

People making these educational decisions are

indifferent to the needs of minority pupils.

The problem

in innergrows worse as black pupils increase in numbers

migrate to the
city schools and as Puerto Ricans continue to

mainland.

Act,
As a result of the 1965 Immigration

tend to settle in
several other ethnic groups, who also
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the inner-city, will compound the need for alternative

approaches to public urban education.

In the foresee-

able future, school departments will have no choice but
to prepare for a multi-ethnic/multi-culture urban school

population.
Studies indicate that much of the burden of

change will fall on the shoulders of classroom teachers.

Greater gains are made by pupils where able teachers hold
high expectations for them.

When negative attitudes and

low expectations are held by teachers, the opposite will

inevitably take place.

But teachers themselves are more

often than not the victims of the influences, the attitudes and the traditional beliefs that pervade every
level of educational planning.

Minority teachers, like minority pupils, encounter
many disadvantages in inner-city schools.

A dispropor-

tionate number of black teachers have low status appoint-

ments or temporary assignments.

They have the greatest

rarely
amount of difficulty acquiring permanent jobs,

viewed as
reach administrative positions and are commonly
professional
disciplinarians for black pupils rather than
are ineffec
In most cases black school personnel
educators.
to meet the needs
tive in their attempts to shape education

of minority pupils.

.
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Governmental Influence on Education Trends
State and federal governments have had varying

degrees of involvement in education in America.

Over

many decades tremendous financial support and other material
resources have come from governmental action.

Along with

financial support came a noticeable amount of government
influence, usually in the nature of political maneuvers
to gain favoritism for a select group.

Local educators

over the years have lived with the fear, sometimes justi-

fiably and sometimes not, that their authority to make

decisions about local education would be usurped.

To

date that fear remains unfounded, but then as now

educational decisions carry a fair share of governmental
inf luence

In recent decades, especially since the desegre-

gation decision by the federal courts in 1954, numerous
other lesser decisions about education have been made

along racial lines.

Southern segregationists and conser

vatives from both the North and from the South have
governfought at every level of federal, state and local
equal
ment to abort legislative attempts to provide

youths.
education through integration for all American
origin at
National priorities in education, having their
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the federal level, may still face resistance arising

from conservative thought about governmental control
over education

school integration.

often viewed as a threat of forced

Decisions on education often carry

political overtones and personal biases that overweigh
their educational value.
At the federal level some administrations have

strongly supported aid to education while others have
not.

A recent bulletin on the present administration's

action on educational programs clarifies any doubt
about the stand it intends to take.

A proposed Nixon

cut in federal aid to education is confirmed.

The budget

for fiscal year 1974 will have widespread cuts in ele-

mentary and secondary education programs, including
total elimination of ESEA Titles III, V, and VII, and
all existing library programs.

Vocational education
All

state grants will experience major cuts financially.

EPDA Titles will be terminated for fiscal year 1974.

1

All of these are indications that the Office of Education

will be put in an extremely precarious position in its
ability to effect any educational renewal program.
"Nixon Seeks Massive Office of Education Cuts"
Report on Education of the Disadvantaged,
(Washington:
Capital Publications, Inc., January,
6:1, Washington:
1

1973)

,

p.

1.

.
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Conservative trends in educational spending are
presently the greatest threat to teacher-training programs
for inner-city schools.

Concurrently, a surplus of teachers

is projected by the Bureau of Labor Statistics, but in

congested urban area schools, no surplus of excellent
teachers exists.

Conversely, as the inner-city population

grows, it tends to lose teachers, increasing the teacher-

pupil ratio.

It is important that new alternatives to

solving the teacher preparation problems be established.

Part of the solution seems to be in the development of
teacher renewal or teacher retraining programs for in-

service teachers that would work in conjunction with

institutions providing pre-service training for potential
teachers
The 1971-72 renewal site proposal from the Office
of Education has considerable merit in respect to present

trends and needs in educational renewal.

It focuses, as the

title implies, on renewal or retraining with respect to

teachers and teaching.

Its fundamental strength lies in

identifying
its suggestion of a comprehensive effort in

with specific
the best resources available for dealing
targets.

Scattered, overlapping and unproductive pro-

add strength to
grams would be discontinued or merged to

workable operations.
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Emphasizing service originating from "inside"
incentives at the request of the local level has been
one of the missing ingredients in previous educational

programs.
drawn.

Many programs ended with outside support with-

The educational renewal site proposed "phase

strategy" offers a way of preventing that eventuality.

The phase strategy for educational renewal, as developed
by the School of Education, University of Massachusetts,

holds features adaptable to any educational program

designed to be institutionalized by local school systems.
The basic five-step procedure offers a sensible pro-

gression of events beginning with answering

a

community's

request for assistance, identifying a cadre of local
people to involve in planning a model, opening and operating the model as a part of the school district

s

regular

program, implementing the training program, and finally

withdrawing as the program becomes institutionalized and
self-sustaining at the local level.
The educational renewal site proposal offers hope
of support
for making inroads to changing the present lack

for teacher training programs.

It can focus on specific

that
targets to generate indispensable evidence

a

need

fact exist and that
for teacher training programs does in
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there are outstanding cases of teacher shortages despite

national statistical reports.

Being able to offer an

opposite viewpoint supported by real evidence is the best
present defense for educational revitalization.

A "hard

sell" approach may be necessary to convince a conserva-

tive administration that the withdrawal of financial

support for federal aid to education will in the long run
cost the government more than it would save.

Training Institutions and Local Needs
Considering the possibility that teachers may
be the single most important influence on the education
of children in terms of the formal type schooling valued
in modern American society, the performance of teacher

training institutions is critical to the success of any
and all educational programs.

Institutions of higher edu-

cation must be charged with the responsibility for preparing potential teachers in a manner that will give

credit to themselves and the institution offering the

pre-service training.
But institutions are still baffled by the question
prepare them.
of how to prepare teachers and for what to
seriously asked by
Even worse, the question has not been

reference to the
most training institutions with any

.
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tremendous problems being faced in urban public schools.

Teachers trained in the classical sense experience

adjustment problems that cause many of them to falter
under the pressures of real employment conditions.
Fortunately, some amount of insight has been

gained that might be useful in the development of future

teacher-preparation programs.

Contrary to traditional

thought, teachers often have as much to learn from and

about pupils as they have to teach them.

What a teacher

brings of himself to a school is the key to what will

happen to him as a teacher.

Individuals generally apply

their own experiences, prejudices, stereotypes and ethics
to each situation they encounter

.

The extent to which

they will change their attitudes to fit the needs of the

school is highly dependent upon their background and

personality.

2

Background and experience that offer teachers

some knowledge of their pupils would add to their chances
of becoming successful and productive teachers.

Early

involveexperience in classrooms, longer internships and

pre-service
ments in the school community will help atune

teachers to what teaching is all about.

2

p.

82

School s.
Richard Winiewski, New Teachers in Urban
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The School of Education, of the University of

Massachusetts can be counted as foremost among institutions that have taken the new stand on education.

The

School, since its reorganization in 1968, has actively

engaged in the development of reality-based education
by combining practical and academic aspects of education

from a balanced perspective.

The School has broken

with

tradition by taking high risk ventures with local school
boards, leaving itself open for praise and criticism and

receiving a representative amount of both.

Knowledge gained

through these efforts was well worth the risk; much of the

risk turned out not to be a risk at all.

Reinforced proof

was gained for forward-looking educators that education
for poor and minority pupils can be improved.

Outstanding contributions of information for new
approaches to public education have come from the Career

Opportunities Programs operated out of the School of
Urban
Education and the Boston "Program to Alleviate the

Black-Teacher Shortage."

Those programs gave insight

between
into strategies for institutional cooperation
foster eduuniversities and local school boards in order to

cational renewal.

Dy
They can more readily be conceptualized

served as academic
the author as the result of having
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coordinator for the Springfield Career Opportunities Program, Springfield, Massachusetts, and as a part of the

instructional staff for the "Boston Program to Alleviate
the Urban Black-Teacher Shortage,"

2.

Boston, Massachusetts.

Assessing and Combining the Strengths of
Two Teacher Training Programs for

Inner-City Schools

The Career Opportunities Program-COP

Career Opportunities Programs successfully engage
in the activities of their original intent.

Parapro-

fessionals are going about the business of receiving

college training in scores of school districts across
the country.

Evidence points to a resulting closer re-

lation between pupils in the classrooms, teachers and

parents because of the special dimension paraprof essionals

bring to public education in the inner-city.

The idea

to
of offering professional eduational training

grass

of making
roots" people is proving to be a reliable way
of poor and
inroads to better understanding of the needs

minority pupils.
Opportunities
Most of the Springfield Career
relatives in the
students either have children or close
child sometime attend
schools of the system; parent and

136

the same school.

Having experienced alternate failures

and successes with their own children while trying to

pursue their own educational goals, parents give serious
thought to what kind of training they should receive to
be more successful than the teachers they often criticize.

They are generally more aggressive, more suspicious and
are less inclined to accept traditional concepts about

education than students of average experience and college
age at the undergraduate level (their ages range from

middle twenties to late fifties).

Further, their desire

to break with tradition is based on good judgment acquired

through life experience rather than

a

desire to pursue

"academic freedom," a phrase so often used and misused by

college students of a younger generation.
Many of the problems of implementing

a

viable

working relationship between local education agencies and
institutions of higher education were successfully' solved
through the establishment of COP.

Numerous details about

procontractual and financial arrangements, instructional

released time
grams, negotiated time and space such as the

participation
arrangement to attend on-site classes, student
unique features that
in program planning and many other
matter
to the success of COP are now a

have contributed
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of record.

Where COP educational contracts have been made

with local educational agencies, both parties are less
likely to continue to worry about the high risk aspect.
Rather, they see the venture as highly beneficial to both

institutions.

Where programs have had any measure of

success, enough experience has been gained to help facil-

itate even greater success

-

-

a

necessary process if any

amount of educational renewal is to take place in the
city school systems of this nation.

Developing a positive relationship with university

professors and instructors has been a vital feature of the
Career Opportunities Programs.

Having been under at

least moderate attack, and sometimes highly criticized
for being irrelevant, personnel from institutions of

higher education, through the COP operation, got the

opportunity to touch base with activities that generate
knowledge outside the purely academic setting.

"Antiseptic

educational
knowledge generated in the laboratories of
-based experinstitutions, when not tempered with reality
the field with
ience, causes young educators to enter
and pupils.
stereotyped ideas and ideals about education

COP students on site
Professors having experienced teaching
COP students more
reported that it was rewarding, that
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openly express their feelings and that they willingly

challenge their professors' line of thought.

Professors

reported that their experience with COP students gave
them insight that will help them to better prepare regular

university students for teaching jobs.
COP, with all of its good potentials, cannot

resolve the ills of inner-city schools or even be able
to continue its viability in its original form.

Realis-

tically, a school system can absorb only a limited number
of teachers trained for their system, by the system and

from the ranks of paraprof essionals

.

In a few years a

school system could become saturated, and the program

would have to be discontinued because of
to train paraprof essionals

.

a limited need

But by looking ahead and

planning programs such as COP, in light of past experiences
and present trends, necessary programatic modifications

can be made to justify their existence.

Instead of train-

ing teachers, COP might begin to project retraining as

the evolving rationale for its continued existence.

Re-

training also takes people in special programs out of

competition with traditionally trained teachers (potentially
a real conflict)

and gives all teachers an equal chance

for upward mobility.

.
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The multi-ethnic/multi-culture explosion is the

emerging challenge to educational planners.

COP, as pre-

sently constructed, does not address this problem.

On

occasions, and on a limited basis, COP has emphasized

training teachers to teach bi-lingual children.

The con-

cern was limited to Spanish-speaking children primarily,
but no long range plans to give continued attention to
the needs of Spanish-speaking or other bi-lingual or

non-English-speaking children who are increasing in their
numbers in public schools have been designed.

The ratio

of bi-lingual teachers in urban schools is even lower

than the ratio of black teachers.

In-service teachers,

if offered financial incentives or chances for promotion,

would be more inclined to train or retrain for areas

where the needs are greatest rather than compete for supervisory or administrative positions by earning advanced
degrees
The Boston Program
The "Boston Program to Alleviate the Urban Black

Teacher Shortage," in a manner similar to the Career

Opportunities Program, was

a

meaningful exercise in linking

departinstitutions of higher education with local school

contractual and
ments for educational purposes through
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and financial agreements.

This program added vital

dimensions by attacking the urban teacher dilemma from
a

different angle, thereby producing another variety

of alternatives.

By combining the experiences of the

two programs, while at the same time remaining mindful
of present trends and their implications for further

developments, a reasonable prediction can be made for

planning future educational renewal programs.

Open-ended programs that emphasize modification
of sound experiences as new needs in education evolve

might salvage the sound principles around which the
Boston program exists.

As a black teacher certification

program, the Boston program would soon accomplish its

objective, and like COP would have no justifiable reason
to exist.

The ratio of minority teachers would not be

significantly changed.

The system could return to its

traditional method of hiring a few teachers, mostly
white, as vacancies become available.

The techniques

gained through operating this program could add considerably to plans to meet the multi-ethnic/multi-culture explosion.
to
In contrast to COP, the Boston program brought

alienate
the surface specific practices that tended to
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both minority pupils and minority teachers.

Heretofore,

provisional teachers were virtually invisible in the

Boston school department.

Their "bottom of the barrel"

assignments had placed them in the most trying environments that the system encompassed.

Through the program,

they could express their discontent from a relatively
safe position.

For the first time they had the oppor-

tunity to express themselves forcefully as a group without
fear of reprisal.

And talk they did, giving forth inval-

uable information that should be taken into consideration

when planning for urban schools.
Students of the Boston program experienced

a

level of frustration never encountered by paraprof essionals

because of the difference in the two assignments.

From

one perspective, pre-service teachers doing in-service

training as aides are viewed as potential change agents
for inner-city public education; from the other perspective

the plight of in-service minority teachers is observed.

The program also helps to view the position of white

teachers in urban schools.

Even though the interest of

teachers and
the Boston program centered around black
can and must
pupils, inferences drawn from the involvement
cultural groups. With
be applied to other minority and
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an eye toward comprehensiveness, any program for urban

schools should consider as many aspects of renewal as

reasonably manageable.
3.

A Model for Educational Renewal

The fundamental strategy for educational renewal
is contingent upon a contractual arrangement between an

institution or a consortium of institutions of higher
learning.

Long-term contracts, extending up to five years

at least, allow adequate time for establishing a program,

institutionalizing a renewal process, and withdrawing as
"outside" service becomes less and less needed.

An im-

portant part of the long-term contract strategy is to
significantly involve institutions of higher education
to break the parochial pattern of school districts.

Ideally, everyone in the school district, from

non-professional employees to the superintendent of
schools, should be in a self-renewal program.

Contracts

with institutions of higher education should have built-in
flexibility to facilitate meeting the needs of all who

would desire mobility and training.

From the university

standpoint, special degree programs and alternative
to provide
credential ling procedures could be established
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new options to inhance the excitement of pursuing new

goals for a district and individuals in a district.

A university, or a consoritum of colleges and

universities, need clearly defined roles in their rela-

tionship to a school district.

Since institutions of

higher education are accrediting agencies, they can

reserve the right to determine what kind of program they
are willing to offer.

They should take the responsibility

for determining their capability for developing coherent

programs that meet the district's needs.

The institutions

of higher learning must take the responsibility for coun-

seling individuals into programs designed to meet the

individual's needs.

Placing interns in a district's schools has been
one of the most practical ways of involving school districts with intitutions of higher education.

The idea is

not new, but new emphasis should be placed on the importance
for
of interns as a link to participating universities

renewal purposes.

In other words,

the intern touches base

with both the district and the training institution.

This

that will
allows for two-way transmission of experiences

institution to
help the district as well as the training

determine their priorities.
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It is essential for the district to project career

goals for its personnel and the overall need for educational
renewal.

A service contract with training institutions

basically calls for a certain number of dollars per unit
of credit.

But a district may decide not to subsidize

every course with dollars and cents to an institution.

One alternative would allow sabbatical leaves for school
personnel.

Master teachers in a doctoral program could

earn practicum credits.

Subsidies should be initiated

that reflect needs of the district.

Most districts have significant in-service
training.

But these programs usually lack direction

and coherence.

There is generally no planned change and

the rather disjointed activities have no meaningful impact.

In-service training for the district, planned and

initiated by the district, has no lasting effect for
obvious reasons.

Such programs are found to be parochial.

There are seldom worthwhile rewards for the participants.
progress
Finally, there is no mechanism for evaluating the
and the overall
of individuals involved in such programs,
impact of such programs tend to be diffused.
in-service
Contracts with training institutions for
such programs
training would give the impetus for making

.
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meaningful.

Participants would earn academic credits

and engage in renewal activities removed from local

parochialism.
Every district is going through some kind of
change.

The most successful approach to programming

innovation is to make it
change pattern.

a

part of the district's normal

The objective

into positive action.

would be to turn change

One change pattern which is wide-

spread in urban districts is in migration of minority
populations.

A human relations program, designed to

reach everyone in such a district, might be particularly
useful where such a change is taking place.
An expanded list of district changes that could
serve as a catalysts for involving personnel from training

institutions might include the following:
1.

Declining population in some districts has
implications for major structual changes.

2.

High teacher turnover,

a

major problem of

inner-city districts, creates a need for inservice training and upgrading.
3.

Cutting down of expenditures is a priori uy
for many districts in view of the ever-

increasing cost of education.

This pressure

staffing
has implications for developing new

patterns
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New demand for vocational education has

4.

implications for teacher training programs.
5.

Low reading scores remain an outstanding

concern in school districts which invite
special in-service reading programs.

The decision to adopt flexible scheduling

6.

requires the input of training institutions

experienced in implementing such programs.
The open campus for secondary schools is

7.

becoming more attractive to many districts
and holds possibilities for new curricula,

scheduling, and staffing patterns.

Ungraded classes, integrated day and in-

8.

dividualized instruction all call for

a new

look at curriculum, uses of time and space,

and teacher cooperation.

At a minimum, then, a basic contract for educa-

tional renewal between an institution of higher education
and a school district would include:

—a

contract for pre-service and in-service

training for all personnel who desire it in the
district.

—a

minimum time commitment to allow for competi-

tion of degree programs.

.
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—a

career lattice for district personnel

that would match district needs and individual

goals with university course offerings and

degree programs.
A more imaginative district would go beyond these

minimal requirements to capitalize on changes taking place
in the district and to maximize the benefits from univer-

sity input.

One of the most powerful ways of setting up a

framework for change is through differentiated staffing.
(See model on page 150)

.

This approach can be expanded

to build renewal into an entire district.

For urban

districts in particular, a multi-ethnic/multi-culture

differentiated staffing model provides
continuous educational renewal.

a framework for

(See page 155)

.

Both

of the models are examples of staffing patterns with built-

in flexibility to meet the needs of urban school in parti

cular
A differentiated staffing model described in

a dis-

sertation by Bobby F. Gentry entitled Differentiated Staffteaching staff
ing for Urban Schools places urban school
their ability
members on a career lattice commensurate with
It offers the opportunity
and background of experience.

depending on
for both horizontal and vertical mobility,

whether

a staff

for
member wishes to move up the lattice

.

:
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greater responsibility and financial compensation, or

move laterally by increasing his competence at an

established level.

An abbreviated account of the Gentry

model is as follows
a.

Senior Teacher

-

The senior teacher is the

highest paid and has the greatest amount
of responsibility of anyone in the scheme.

This person holds a Masters Degree or the

equivalent in experience and is responsible
for all teaching teams, curriculum develop-

ment, overall community relations, program

innovation, and coordination of in-service
staff development.
b.

Staff Teacher

-

The staff teacher level

requires a valid teacher certificate or
the equivalent in experience.

This person

is second on the standard salary range,

has responsibility for on-going instruction,

and spends most of the time helping students

achieve their maximum potentials.
c

Associate Teacher

-

The associate teacher

has a Bachelor's Degree, has two years or
less in experience, and has probationary
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status.

This person's workload and

responsibility is not expected to be as
demanding as a staff or a senior teacher's.
d.

Assistant Teacher

-

This is a non-

degree position requiring 60 to 120
units of academic credit.

Involve-

ment in a Career Opportunities Program
leads to upward mobility and potential

degree status for assistant teachers.
e.

Teacher Aides

-

Teacher aides are full

or part-time non-degree persons one step

below the assistant teacher.

These

persons are virtually extra pairs of
hands in classrooms and help teachers
in a wide variety of classroom activities.
f.

Student Teachers

-

A student teacher is an

undergraduate degree candidate seeking
classroom experience in conjunction with
degree requirements.

He is a non-paid

person and has no assignment except in

relation to his training.

3

for
Bobbv F. Gentry, Differentiated Staffing
of
University
Urban Schools (unpublished dissertation,February, 19,2)
Massachusetts, Amherst, Massachusetts,
3
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Gentry's Differentiated Staffing
Model for Urban Schools 4
(Abbreviated)

HORIZONTAL DIFFERENTIATION

2
O
H
Eh
<
H
Eh
2
W
Pi
W
fn
Cn

H
Q

4-1

C
CD

6
CL)

O
G
fd

>

o

c
L
(U

0)

VERTICAL

4

Ibid.

151

A modified version of Gentry's Differentiated

Staffing Model For Urban Schools

,

the Multi-ethnic/

Multi-culture Staffing Model, gives a new perspective
to urban schools'

staffing models.

This model is designed

to work as a part of, or parallel with existing staffing

arrangements in schools.
a.

Its basic structure is as follows

Curriculum Developer-Multi-ethnic/Multiculture programs

-

This person would be on

the top rung of the ME/MC program.

He,

along with input from the rest of the staff,

would take primary responsibility for
acquiring, developing and refining methods
and materials to be used in the program.
He would engage in on-going research to

keep abreast of evolving trends and priorities in education.

His rank might equal

that of the Senior teacher in the Gentry

model or a principal in a traditional
school.

He should hold a Master's Degree

plus extensive related experience.
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b.

Coordinator, ME/MC program

-

This person

would serve as a team leader and coordinator of learning activities for a

particular cultural group.

The person

in this position would hold a Master's

Degree plus experience.

His rank would

be roughly equivalent to that of Staff

teacher on the Gentry model and a

supervisor in a traditional setting,
c.

Specialist, ME/MC program

-

A specialist

would hold a Bachelor's Degree, regular
teacher certification, plus specialized

training or experience in a particular
culture.

For example, a Spanish-speaking

person, having acquired other necessary

teacher credentials

,

may use his native

culture and language as a model and

a

teacher for Spanish-speaking children.
The same might apply to any teachers having
had courses in Urban Education emphasizing
the needs of inner-city children.

.
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d.

Teacher

-

This person would have no

immediate connection with the ME/MC program.

He would hold a Bachelor's Degree

and may opt for upward mobility and

greater financial reward by training for
special ME/MC needs.

He could other-

wise remain a regular teacher, deal with
children who do not have special problems,
and go the traditional route for upward

mobility
e.

Provisionals

-

A provisional teacher,

like the regular teacher, would have no

immediate role in the ME/MC program.

Provisional teachers usually hold Bachelor's
Degrees but need courses for certification.
He might take courses for certification

that lead to a position in the ME/MC program
or decide to go the traditional route, de-

pending on which meets his satisfaction.

Con-

regular class

currently, he would work in

a

room on a temporary basis.

His position would

in
have close similarity to Associate Teacher

staffing.
the Gentry model for differential
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f.

Others

-

Assistant Teachers, student

teachers, and teachers' aides are more

readily adaptable to the regular class-

room as they attempt to master the rudiments of the teaching profession.

The

exception would be persons in these
categories who are pursuing studies that

concentrate in some phase of the ME/MC
program.

The ME/MC staffing model is designed to attract

qualified persons, mainly by offering financial reward,
to areas where shortages exist.

Other models tend to com-

pensate teachers simply because they earn credits, degrees
or more credentials, regardless of their goals.

For

example, a fourth grade teacher in a traditional setting

may pursue and earn a Master's Degree in school administration.

The teacher will receive extra compensation for earning

classroom any
the degree, but may remain in the fourth grade
administration.
number of years while waiting for a vacancy in
teachers with
In the meantime many areas that could absorb

special training remain unattractive.
If used in a flexible manner,

adapted to various staffing patterns.

the ME/MC model could oe
It should be entirely

some areas while intensiopen to modification, phasing out

fying others if the occasion arrives.
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A Multi-Ethnic/Multi-Culture Staffing
Model for Urban Schools
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.
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4.

Conclusion

At least four factors figure prominantly in

making impact on educational change; they are institutions of higher education, local education agencies,

financial support for programs

and workable models for

educational renewal.
Institutions of higher learning that venture
to engage in educational problems of urban areas must

be sufficiently large to place adequate personnel in
the field.

Only universities, not unlike the University

of Massachusetts, are able to mobilize undergraduate and

graduate students, master's and doctoral students engaged
in research activities, to make visible impact upon

entrenched modes of large urban districts.

Only those

institutions willing to take risks and capable of imple-

menting imaginative programs can reach out to areas

heretofore foreign to training institutions, offering
training
mobility to people at various levels of academic
as regular
who were previously unable to "matriculate"

students
local educaYet no change will take place unless
personnel in public
tion agencies desire it. Permanent
complacent. They
inner-city schools quickly become
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acquire sufficient time in service and advanced credentials to have financial and job security offered by a steady

growth in strength of teachers' unions.

Tremendous amounts

of money are spent to maintain "educators" who have small

reason to risk the discomforts of change.
The important thing about the educational renewal
site proposal is the idea

.

It offers leadership that

might circumvent current trends’ toward revenue sharing
now under way.

The fact is that urban schools are becoming

increasingly minority.

Revenue sharing, ultimately giving

more leverage to conservatives at the state level, does
not favor massive programs to benefit minorities.

Condi-

tions of education in the inner-cities would remain very

much as they are.
Training models, teacher training models in this
case, must not be conceived or carried out as a separate

entity.

The broader aspects of the educational spectrum

have to be considered if resulting consequences are to be

more than negligible.

In the final analysis, nothing will

change if educational personnel tend to perform the same
training.
way despite advanced credentials or alternative
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If a training model that relieves the frustration

of cultural and linguistic barriers is developed between

teacher and pupil and if teachers are motivated to

develop and use new found skills, schools will become
happier places for children and adults.

School com-

munity relations would improve and urban teachers would
be less inclined to move to "better" areas.

The

broader aspects of teacher training must project and

reflect a multitude of factors that will have a cumulative affect on the progress of children attending all

public schools.
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ment of a program with Boston came from files at the Center
for Urban Education, the School of Education.

These

files contained the names of the potential student parti-

cipants for the program, drafts of the proposal agreements
and many memoranda and letters of correspondence between
the various parties planning the program.
Later, after the Boston "Program to Alleviate the

Urban Black Teacher Shortage" was initiated,

I

gained

access to the files of the program's on-site director in
Boston.

Here

I

learned about the background and the

aspirations of the student participants.
My personal experience and contact with parti-

cipants in the Boston "Program to Alleviate the Urban

Black Teacher Shortage" form the main basis for Chapter
IV of my dissertation.

As an instructor in the program,

the student's problems became my problems.

Peter Schrag, The Village School Downtown

,

(Boston:

information
Beacon Press, 1968) provided the background
Boston.
needed to better understand the city of

Charles

Vintage
York:
Silberman's, Crisis in the Classroom (New
idea that schools must
Books, 1970) added strength to the
Jonathan Kozol's, Death at an Ear
be "humanized" again.

167

Age (Houghton Miffin Company, 1970) gave an in-depth

account of the "dehumanizing" of black children in the
Boston Schools.
Chapter V

Chapter V summarizes the basic themes essential
to urban educational renewal.

The most important source

for deriving a new framework for partnerships between

universities and school districts has been the history
and experience of the New School of Education, the Univer-

sity of Massachusetts at Amherst.

Dwight W. Allen, Dean

of the School of Education, has brought to the School

his daring vision for educational change and has recruited

faculty and doctoral students ready to implement and

extend that vision.

Associate Dean Atron Gentry has been

which have
the prime architect of off-campus urban programs
disestablished linkages between the university and school

tricts

.

the School of
In particular Dean Allen brought to

Education

a

national reputation based on his successful

differentiated staffing,
development of such innovations as
For a description
flexible scheduling and "microteaching."
his article "A Differentiated
of differentiated patterns, see
Occasion al Pagers.
Putting Teaching Talent to Work.''
Staff:
Education and Professional
National Commission on Teacher
Standards, NEA, December, 1967

.

.
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For a description of the adaptation of a differentiated

staff to urban districts see:
F.

Gentry and Byrd

L.

Jones,"

Atron A. Gentry, Bobby
Differentiated Staffing

Model for Urban Elementary Schools"

(Career Opportuni-

ties Program Research Memoranda Series, Center for

Urban Education, School of Education, the University of
Massachusetts, Amherst, and Bobby F. Gentry, "Differ-

entiated Staffing for Urban Schools"

(unpublished

Doctoral dissertation, the University of Massachusetts,
Amherst, Massachusetts, February, 1972).
The ideas expressed in Chapter V appear to be

future oriented.

In fact negotiation for urban programs

such as alternative schools, comprehensive in-service

training programs or Career Opportunities Programs are
taking place today.

For such programs, the focus has

usually been on fostering innovation and providing

compensatory education, rather than on developing new

relationships between institutions of higher education
and school districts.

This dissertation has focussed

on emphasizing
on illuminating a changing relationship and

urban-educational
the potential such partnerships hold for

renewal

